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ABSTRACT
During the past two decades, concerns about Black males’ academic achievement have been a
major theme in the literature devoted to education and social sciences. Despite over two decades of
studies focused specifically on Black males and their academic underachievement, the achievement gap
persists. According to the National Center for Educational Statistic (2006), African-American males were
reported as being disproportionally negatively represented in regards to academic achievement. Some
researchers suggested Black children’s underachievement might be due to the lack of parental
involvement. Other studies have highlighted statements of Black males who indicated parental
involvement factors that contributed to their academic success. In Howard (2014) study, Black males
stated their parents contributed to their success by “staying on them” regarding schoolwork and by setting
higher expectations for their academic performance. The concept of parental involvement is culturalbound and multi-dimensional. Parental involvement is also a bi-directional process that involves school
and parents. The purpose of this study was to identify the factors that described parent involvement
during high school of Black male students enrolled in a four-year college, and the distribution of
perceived parent involvement during high school across this population. This study employed Yan and
Lin’s (2005) parent involvement during high school survey to collect data from a convenient and
purposeful sample of 146 Black males enrolled in an undergraduate degree seeking-program at a
university in the southern region of the United States. The data was statistically analyzed using
Confirmatory Factor analysis.
The results of this study revealed the proposed hypothesized three factors model of parent
involvement did not align well with the present data set. However, the individual subscale factors when
analyzed in isolation, with some modifications, did align. As for the distribution of the factors, Family
Norms were perceived as the most prevalent parent involvement subscale factor during high school for
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this particular population. Under the Family Norms factor subscale “Parent-teenager relationship”
emerged as the most dominant variable, followed by “Educational expectations.” This study was
significant as it highlighted and added to the knowledge relevant to successful Black males’ perceptions
of parental involvement factors during their high school years. Identifying these factors can be useful
toward improving graduation rates among Black males. In addition, information gathered can assist in
further development of effective parent engagement school programming initiatives specific for this
population.
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CHAPTER 1
INTRODUCTION
Background
During the past two decades, concerns about Black males’ academic achievement have
been a major theme in the literature devoted to education and the social sciences. According to the
National Center for Educational Statistic (2006), African-American males were reported as being
disproportionally negatively represented in regards to academic achievement.
Mandara (2006) asserted African-American males were underachieving in schools. Not
only were they being outperformed by Caucasians, but the disparity also existed when compared to
Black females (National Center for Educational Statistics, 2006). In a longitudinal study by
Ensminger and Slusarick (1992), African-American males were reported as having a
disproportionately high record of underachievement and dropout when compared to Black females.
Harry, Klinger, and More (2000) also reported Black males who were at the lower socioeconomic
status were overly represented in special education programs.
The US Department of Education and NCES (2000) statistically found while only 9% of the
public school student population was African-American boys, 20% of them were in the “mental
retardation” category. They were again overly represented at 21% and 12% as related to emotional
disturbance and learning disability categories, respectively. Walkins and Kurtz (2001) also
concurred with the over representation data of African-American students in special education
program.
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According to Schott Educational Index (2006), only 47% of Black males graduated from
high school as opposed to 75% Caucasian males. White and Kelly (2010) proposed the
consequences of school dropout on the nation were severe, having an impact on “national income,
lower tax revenue to support government services, higher demand on social services, and higher
crime rates” (p.227). According to the Bureau of Justice, Black males outnumbered all other
groups incarcerated in the United States (Bureau of Justice, 2005). Howard (2014) also reported a
strong correlation existed between Black males who underperformed academically, dropped out of
high school and had an encounter with the criminal justice system. Adkison-Bradley, Johnson,
Rawls and Plunkett (2006) posited the increase in African-American males incarcerations, limited
job preparedness, and limited employability skills were directly related to the over representation
of these individuals in special education classes while in school.
Parental Involvement
Some researchers suggested Black children’s underachievement might be due to the lack of
parental involvement. Clark’s (1983) study on poor Black children revealed parental involvement
was low for students who were lower achieving when compared to higher achieving peers.
Howard (2008) proposed the deficit perspective of research may be responsible for why poor black
parents were being identified as the contributing factor for their children’s underachievement.
Researchers, historically, have extensively examined and found conclusively parental
involvement has a positive impact on students’ academic success and achievement (Deplanty,
Coulter-Kern & Duchane, 2007; Feuerstein, 2000; Sheldon & Epstein, 2005). Theorists and
educational institutions have realized the need to forge a partnership between the school and the
home in order to improve students’ academic achievement (Epstein, 1990; Grolnick & Slowiaczck,
1994).
2

Other studies have highlighted statements of Black males who indicated parental
involvement factors that contributed to their academic success. In Howard (2014), Black males
stated their parents contributed to their success by “staying on them” regarding schoolwork and by
setting higher expectations for their academic performance. One participant indicated his parents
expected nothing less than a “B”; therefore, motivating him to do well in school. A young Black
male in Bethel’s (2012) study also shared how the values his stepfather taught him about hard work
and striving for success helped with his academic achievement.
Hence, parental involvement has emerged as a powerful predictor for academic success or
achievement. While some studies, for example Sy and Schalenby (2005), examined this predictor
from the perspective of parents’ direct involvement in school-based activities, others have
conceptualized parental involvement as being culturally bound and multidimensional, and included
more than participation in school-based activities (Epstein, 1995; Grolnick & Slowiaczek, 1994).
How parents perceived school (which might include it representing an institution of
oppression) could influence their decision to get involved and ways of involvement with school.
Earlier researchers, such as Epstein and Connis (1994), asserted schools were able to increase
parental involvement by establishing comprehensive school family partnership programs.
Statement of the Problem
As a group, Black youth, and especially Black males, have shown poorer performance in
high school than their White counterparts. However, there are some Black males who perform very
well academically. Noguera (2003) proposed there were many schools where Black males
performed well and academic achievement was the norm. Although more than two decades of
studies have focused specifically on Black males and their academic underachievement, the
achievement gap persisted. The majority of these studies have tended to examine this issue from a
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deficit perspective with emphasis on student problems and failures. Howard (2014) proposed the
need for a shift towards a strength-based or asset-based approach, which will focus on the positive
aspects of Black males’ academic success. To take a strength-based approach, this study focused
on academically successful Black males’ perspective on the parental involvement factors that
contributed to their academic success.
Purpose of the Study
This study sought to contribute to the shift in research towards a strength-based approach
for this particular population by focusing on academically successful Black males’ perceptions of
parental involvement during high school on their academic experiences. This study attempted to
underscore many Black males whose academic success at the high school had led them to pursue
higher education. It was important to glean understanding directly from Black males themselves on

which parental involvement factors had promoted or fostered their academic success, because this
information may assist in helping to design interventions to improve the academic performance of
other children (particularly Black males). Several researchers had suggested that although many
Black males were experiencing academic success, their voices were a major component missing
from the dialogue regarding what factors had contributed to their academic success (Bethel, 2012;
Howard, 2014). The goals of this study were:
1. To assess how well the current data set fit the existing hypothesized factor structure model
of family obligation, parent information networks and family norms (Yan & Lin, 2005).
2. To identify the distribution of perceived parent involvement during high school across
Black male students in a four-year college.
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Significance of the Study
This study would help to improve the knowledge relevant to successful Black males’
perceptions of parental involvement factors during their high school years. Identifying these factors
could be useful toward improving graduation rates among Black males. In addition, the
information gathered from this study would assist in the further development of effective parent
engagement school programming initiatives specific for this population.
Assumptions
This study was based on several fundamental assumptions. It was my personal belief that
parental involvement was among the most important factors in Black males’ academic
achievement. Yan and Lin (2005) suggested several parental involvement core factors that promote
academic achievement. Yan and Lin’s (2005) factors are considered the most reliable and valid
assessment items for parent involvement among various empirical studies.
The core factors identified by Yan and Lin (2005) are listed under three major conceptual
components based on social capital theory (Colman 1988); family obligations, parent information
networks and family norms. These components helped to operationalize the multidimensional
concept of parent involvement. Family obligations consisted of three dimensions; parents’
participation in parent-teacher organization/association activities; parents’ attendance at school
programs about the child’s future planning; and parents discussions with child about school topics.
Parents’ information network included four dimensions; parents made contact with school about
child’s performance, parents made contact with school about child’s behavior, parent’s knowledge
about child’s schoolwork, and parent’s knowledge of the child’s friends’ parents. The third and
final component ‘Family norms’ consisted of three dimensions; family rules, parent-teenager
relationship, and educational expectations. The three components appeared to be comprehensive
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addressing parent school and child communication and connectedness via family obligations and
parents’ information network, parent-child relationship, and family rules, structure and
expectations via family norms.
When parents are able to connect and communicate both with the child and the school it
creates an opportunity for a fluid and consistent message to be sent to the child. The child and
teachers also would recognize the parents value the child’s education and is highly engaged in the
process. Academic and behavioral issues can also be addressed immediately and in the best
interest of the child. Home becomes an extension of the school where structure and rules regarding
homework and studying are the norm. If the child is having difficulties, the parents are also able to
voice the challenges or follow-up to make sure the child is seeking assistance from the teacher and
other school personnel. Parents and teachers would also be more aligned with goals and
expectations for the child. The child would be receiving support and encouragement both at home
and in school. This process lends itself to producing an academically successful and competent
student.
A final assumption is that both teachers and parents will work together and want to help
Black male students achieve academic success. However, school policies, school climate and other
family factors may impact the level of parent’s involvement with teachers and school officials.
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Conceptual Framework (Graphical Design)

Children
Academic
Success

Parent
Involvement

Family
Obligations

Parent
Information
Networks

Family
Norms

Figure 1. Conceptual framework adapted from Yan and Lin (2005)
The conceptual framework for this study is grounded in Epstein’s Typologies (1987) and
adapted from Yan and Lin’s (2005) model of parental involvement. While parental involvement as
a predictor to academic success is a relatively broad concept, when operationalized it is
multidimensional; hence, having multiple contributing factors.
Existing literature have identified several parental involvement factors or dimensions that
have contributed to children’s academic achievement. Some commonly identified factors that have
been identified include: Parental Expectations, Beliefs, and Aspirations; Parent(s)-Child
Interpersonal Relationship; Family Structure, and Rules and Parent Connection and Involvement
with Schools. This study purported, while many of the parental involvement factors may
contribute to Black Males’ academic achievement, some factors are more prevalent and unique
among this population.
7

Research Questions
The research questions that guided this study were:
1. What were the factors that described parent involvement during High school of Black male
students in a four-year college institution?
2. What was the distribution of perceived parent involvement during high school across Black
male students in a four-year college?
Delimitations
There were several delimitations within this study. The participants for this study
represented a particular subgroup of the population. They were self-identified Black males who
were currently enrolled as first year or second year students in colleges or universities in the
southern region of the United States. Hence, the study was limited to a unique gender, sex, race,
year in college/university and region.
The survey questionnaire was a self-reported based on past experiences and was predicated
on the assumption the participants would be able to recall and provide honest answers. There were
no verifiable means as to the honesty or correctness of the participants’ answers, thus a limitation
with the data collected.
Definition of terms
Academic achievement and academic success. Both terms were used interchangeably and
referred to having graduated from high school and currently enrolled in college or university.
Black. Referred to those individuals who identified as Black based on their race, ethnicity
and African-American heritage.
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Parents. Referred to an adult caretaker who is primarily responsible for the rearing of a
child e.g. biological father/mother, adopted or foster father/mother, grandparent(s), older sibling,
other family member and any other individual officially appointed as guardian.
Parental aspirations. The parents’ level of hope, desire or wish for a child’s educational
achievement or success.
Parental expectations. The level of educational attainment perceived by the parents as
possible for the child.
Parental involvement. Parental involvement is the active engagement of parents with
school initiatives to promote children’s academic success. This engagement is multifaceted and
incorporates communication, volunteering, learning at home, parent socialization, decision-making
and collaboration with the community (Balli, Demo & Wedman, 1998)
Summary and Organization of the Study
Chapter 1 provided an introduction and overview of Black males academic achievement
and parental involvement factors that may influence their academic success. Chapter 2 included a
comprehensive critical review and evaluation of the literature. Chapter 3 included the methodology
of the study and chapters 4 provided the results of the statistical analysis. Finally, Chapter 5
included the discussion of the findings, along with implications and recommendations based on the
analyzed results.
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CHAPTER 2
LITERATURE REVIEW
The purpose of this study was to identify the factors that described parent involvement
during high school of Black male students in a four-year college institution and examined the
distribution of perceived parent involvement during high school across Black male students in a
four-year college. This comprehensive critical review and evaluation of the literature explored
Black males academic achievement and the parental involvement factors that contributed to their
academic success using an asset-strength based approach. The importance of the Black male
students’ perspectives of parental Involvement on their academic success was also reviewed. This
chapter also explored the foundational theories that addressed parental involvement and parental
socialization of children.
Black Males and Academic Underachievement: Overview
During the past two decades, concerns about Black males’ academic achievement have
been a major theme in the literature devoted to education and the social sciences. According to the
National Center for Educational Statistic (2006), African-American males were reported as being
disproportionally negatively represented in regards to academic achievement. Despite decades of
research and proposed school interventions, Black males as a group continued to underachieve
academically when compared to all other group of students, including Black Females (Irving &
Hudley, 2008; Isom, 2007; National Center for Educational Statistics 2006; Noguera, 2008).
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Mandara (2006) asserted, African-American males were underachieving in schools. Not
only were they being outperformed by Caucasians, but the disparity also existed when compared to
Black females (National Center for Educational Statistics, 2006). In a longitudinal study by
Ensminger and Slusarick (1992), African-American males were reported as having a
disproportionately high record of underachievement and dropout when compared to Black females.
Harry, Klinger, and More (2000) also reported Black males who were at the lower socioeconomic
status were overly represented in special education programs.
The US Department of Education and NCES (2000) statistically found while only 9% of the
public school student population was African-American boys, 20% of them were in the “mental
retardation” category. They were again overly represented at 21% and 12% as related to emotional
disturbance and learning disability categories, respectively. Walkins and Kurtz (2001) study also
concurred with the over representation data of African-American students in special education
program.
According to Schott Educational Index (2006), only 47% of Black males graduated from
high school as opposed to 75% Caucasian males. White and Kelly (2010) proposed the
consequences of school dropout on the nation were severe, having an impact on “national income,
lower tax revenue to support government services, higher demand on social services, and higher
crime rates” (p.227). According to the Bureau of Justice, Black males outnumbered all other
groups incarcerated in the United States (Bureau of Justice, 2005). Howard (2014) also purported a
stronger correlation existed between Black males who underperformed academically, dropped out
of high school and had an encounter with the criminal justice system. Adkison-Bradley, Johnson,
Rawls and Plunkett (2006) posited the increase in African-American males incarcerations, limited
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job preparedness, and limited employability skills were directly related to the over representation
of these individuals in special education classes while in school.
Parental Involvement
Some researchers have identified lack of parental involvement as the reason for Black
children’s underachievement. A study by Clark (1983) on poor Black children found that parental
involvement was limited for those who were lower achieving academically when compared to
higher achieving peers. Howard (2008) proposed the deficit perspective of research might be
responsible for why poor Black parents were being identified as the contributing factor for their
children’s underachievement.
Researchers, for decades, have extensively examined and found conclusively parental
involvement had a positive impact on students’ academic achievement (Deplanty, Coulter-Kern &
Duchane, 2007; Feuerstein, 2000; Sheldon & Epstein, 2005).
Theorists and educational institutions have realized the need to forge a partnership between
the school, and the home in order to improve students’ academic achievement (Epstein, 1990;
Grolnick & Slowiaczck, 1994). Hence, parental involvement served as a powerful predictor for
academic success or achievement. While earlier studies examined this predictor from the
perspective of parents’ direct involvement in school-based activities (Sy & Schalenby, 2005),
others have conceptualized parental involvement as being culturally bound and multi-dimensional,
which included more than participation in school-based activities (Epstein, 1995; Grolnick &
Slowiaczek, 1994).
Parental involvement has been linked to children’s academic performance. However,
parental involvement is cultural-bound and is multi-dimensional. Parental involvement is also a bidirectional process that involves school and parents. How parents perceived school (which might
12

represent an institution of oppression) might influence their decision and ways of involvement with
school (i.e., parental involvement). Earlier researchers such as Epstein claimed schools were able
to increase parental involvement by establishing comprehensive school-family partnership
programs (Epstein & Connis, 1994).
To carefully explore and conceptualize parent involvement, it was important to examine
core predictor components that made up this multi-dimensional concept. Several core predictors
identified in earlier research was reviewed. They included: Parental expectations, beliefs and
aspirations; Parent(s) child interpersonal relationship, Family structure, and rules; and Parent
connection and involvement with Schools.
Parent Expectations, Belief, and Aspirations
A parent expectations, beliefs and aspirations regarding their children’s education would
determine the level of energy and behavior one invests in their children which eventually resulted
in academic outcomes (Sy & Schulersry, 2005). Parents’ expectations, beliefs and aspirations have
been identified as a key predictor for academic success among students throughout the Literature
(Kyriakides, 2005; Weiser & Riggio, 2010; Brueck, Mazza & Tousignant, 2010; Hoover-Demsy &
Sandler, 1997). Gonzales-Dehass, Willems and Doan-Holbein (2005) review and analysis of
Merchant, Paulson, and Roethlisberger’s (2001) study revealed students’ perception of their
parents’ expectations and aspirations regarding their achievement motivated the students to value
higher academic achievements. Gonzales-Pienda, Nunez, Gonzales-Pumariega, Alvarez, Roses,
and Garcion (2002) found the higher parent expectation regarding a child’s academic ability, the
higher the child’s expectations regarding their own achievement. Kord (2010) found strong
relationship between parent aspirations and expectations and academic achievement via grade point
averages in his review of Michael (2001). Hill and Craft (2003) suggested the idea of “academic
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socialization” where in parents set reasonable expectations at the students’ level as it related to
career and tertiary education.
Parent aspiration, beliefs and expectations across ethnic groups were similar to the findings
with Caucasian studies. Fan, Williams and Wolters (2012) found ethnic parents who expressed
high aspirations and expectation for their children produced children who exhibited strong selfconfidence. Sy and Schulenberg (2005) also found no differences in Asia-American and EuropeanAmerican parents’ level of involvement that had high academic expectations for their children. The
only difference was their involvement was reduced compared to Caucasian parents around active
participation in school based activities. Fan, Williams and Wolters (2012) found ethnic (AfricanAmericans, Asian and Hispanic) parents’ aspirations regarding their children’s post-secondary
education was associated positively with the child’s academic self-confidence in school work and
socially acceptable engaging activities at school. Davis-Kean (2005) also found parent educational
expectation had a strong indirect influence on African-American students’ perceptions and
academic achievement. They found the expectations were greater, helping students to aspire to
attend college rather than just completing high school. The parents’ expectations regarding their
children change the home environment to support the academic aspirations desired for their
children (Davis-Kean, 2005). These findings also supported an earlier study that parents’ beliefs
and expectations also influenced their behavior, resulting in higher academic achievements among
their children (Miller, 1995). Despite income status, African-American parents with low income
were found to also have high academic expectation for their children and were also engaged in
their school assignments (Moles, 1993 as cited in Yan and Lin, 2005). Yan and Lin (2005) revealed
all the ethnic groups in their study parental academic expectation benefited the children. It is
evident that African-American children were also strongly motivated by their parents’ dreams,
expectation, beliefs, and aspirations. However, Hines, and Holcomb-McCoy (2003) found in their
14

study fathers’ expectations for African-American males were a negative predictor for their GPA.
This confounding result may possess further issues related to African-American males and their
fathers.
Parent Child Interpersonal Relationships
Throughout the literature, parent-child relationship has also been identified as a strong
predictor of academic success among students. Parents’ ability to engage and connect with their
children helped in the overall wellbeing and socialization of a child. Therefore, one would expect
the better the relationship between children and their parent, the better the environment becomes
for learning and achievement.
Parents’ ability to engage and connect with their children through dialogues about school
propelled the child towards academic success and positive behavior (Epstein & Sheldon, 2002).
Parents’ ability to provide attention and give praise and rewards to children has helped in many
respects of school success, including a child’s self-concept and motivation (DeDonna and Fagan,
2013; Hoover-Dempsey and Sandler, 1995). Parental delicate balance of control and involvement
was found to provide an environment that was safe, supportive and conducive to learning
(Gonzalez-Dehass, Willems, & Doan-Holbein, 2005).
The authoritative parenting style has been identified as the ideal style. It lend itself to a
balance approach to parenting that is nurturing and supportive, as well as provided limitations and
supervision for the child. Turner, Chandler and Heffler (2009) in their research concluded that
families who exemplified a greater involvement and a strong level of support, engagement and
opportunities for independence, children appeared to have higher academic achievements. Weiser
and Riggio (2010) also found the quality of the parent-child relationship impacted the children
overall feeling of self-competence academically. African-American males whose parents were
identified as parenting with an authoritative style were found to have better grades and were
15

socially engaged in positive behavior (Gorman-Smith, Tolan & Henry, 2000). Fan, Williams, and
Wolters (2012) also reported African-American and Caucasian parents engaged their children in
conversation and provided advice to guide their children more frequently than Asian-American or
Hispanic parents. When the parent-child relationship was positive it lend itself to increased
opportunities for dialogue and exchanges that naturally benefitted the child both socially and
academically. Parents were found to be more accommodating and supportive toward children, with
whom they had a positive relationship, helping to foster increased self-esteem and responsibility
(Yan & Lin, 2005). Coleman (1998) referred to this as social capital. Findings from the Literature
regarding parent-child relationship were certainly supported in the Literature as a strong predictor
of academic success whether directly or indirectly, and must be examined even further among
Black males and their parents.
Family Structure and Rules
While family structure and rules are closely tied to parent-child relationship, it provided
the framework or the foundation for which the relationship operated. What level of impact those
family structure and rules have on academic success? Family structure and rules were examined
under three components; two-parent household versus alternative parent household (single parent,
step-parent), parents level of education, and rules and regulations.
Researches over the years have supported the belief that two parent families provided the
best opportunities for child development. Jeynes (2003) found family structure to be the most
powerful predictor of academic success. DeDonno and Fagan (2013) study on college age students
also concluded that children from two parent households had better “academic self-concept” as
opposed to those from single parent homes. Children from two parent families, whether biological
or step-parent, were found to show better performance in reading and math as compared to their
peers from alternative parent households (Sun & Li, 2011).
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Hines and Holcomb-McCoy (2013) found supporting evidence in their study of AfricanAmerican males, that two parent household was a strong predictor of academic success. These
findings supported earlier research conducted by Boyu-Rodgers and Rose (2001) cited in Hines, et
al. (2013) regarding two parent household playing a major role in males’ academic success. Sun
and Li (2011) suggested these disadvantages may be due to “resource deprivation” which was
single parents’ limited ability to invest in their children with finances, time and attention.
While the evidence revealed two parent households as strong predictors for academic
success, this was an important aspect to examine as 43% of African-American families were
headed by single parent mothers (McKinnon, 2003 as cited in Hines & Holcomb-McCoy, 2013).
Parent educational levels were also said to be a predictor for academic success among
children. Is expected that the higher the parents educational level, the better the child’s academic
performance. DeDonno and Fagan (2013) reported while mothers’ education was related to
“academic self-concept”, fathers’ education was found not to be associated. More “supportive
resources” such as advice, direction, and financial support was found for “second generation”
college student as opposed to “first generation” college students whose parents did not have a
college degree (Brueck, Mazza & Tousignant, 2012). Davis-Kean (2005) study also revealed
African-American children academic achievement was indirectly related to both parent educational
levels and family income. Hines and Holcomb-McCoy (2013) also reported their male sample of
African-American heritage, fathers’ educational level was a strong predictor of their academic
success. The research clearly denoted parents’ high levels of educational attainment have major
impact on resources such as guidance (e.g. advice, assistance with homework, networking) and
finances.
Rules and regulations was the third component in the family structure and rules component
under review. A significant level of importance was attributed to homes being properly regulated in
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order to help children achieve success. Deplanty, Coultes-Kern and Duchane (2007) identified
several key rules and regulations needed for achievement as reported by parents, teachers, and
students. The number one reported regulation was to ensure school attendance daily. Teachers were
concerned about parents’ setting scheduled homework times and seeing to it that all homework was
completed. Gonzalez-Dehass, Willems, and Doan-Holbern (2005) study revealed parents strict
monitoring of homework was connected to “extrinsic motivation” for students having a negative
impact on their academic achievement. These parents were reported as being over controlling and
punitive. Fan, Williams, and Wolters (2012) suggested parents sought a balance of
warmth/nurturing and strictness and supervision to provide a good learning environment at homes.
These studies seemed to lean towards an authoritative style of parenting rather than an authoritarian
style. Hines and Holcomb-McCoy (2013) found no significant relations between Baumrind’s
model of parenting styles (i.e., authoritative, authoritarian and permissive parenting) and academic
achievement among African-American males. They concluded, however, that further studies need
to examine the fathers’ role and attitudes towards parenting and its impact on the children. Yan and
Lin’s (2005 study also found African-American and Hispanic parents identified as being stricter
than the Caucasian parents.
While culture influence the way parents governed their homes, the literature seemed to
support the suggestion of a balance between enforcing rules and expectations with warmth and
support.
Parent Connection and Involvement with Schools
The ability for parents to interact and engage in activities at the school appeared to be a
strong predictor for academic success. Early writers like Grolnick and Slociaczek (1994) found
evidence that schools that engaged parent involvement had an impact on students’ achievement.
They purported this occurred through communication with teachers. Hoover-Dempsey and Sadler
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(1995) also concluded that students would experience success if parent and school expectation for
school activities were congruent. Deplanty, Coults-Kern and Duchane (2007) study findings
supported this concept in that students and teachers perception of parents involvement in parent
teacher conferences were less than that which the parents reported, and their expectation in this
regard were that parents should make more effort in attending these meetings to encourage
academic success. Kyriakides (2005) evaluated an elementary school policy on parents working
with their children in class and it was reported by the parents that it improved their communication
with teachers; they learned ways of how to help their children with particular topics. The study also
found the students in the experimental group performed better on all subjects than those of the
control groups. Students from the experimental group also revealed a feeling of happiness when
their parents worked or presented in their classroom. A small positive correlation was found among
college students whose parents were actively engaged at the high school level and their successful
performance collegiately (Brueck, Mazza &Tousignment, 2012).
Yan and Lin (2005) found major differences among Caucasian parents and minority parents
related to parental connection and ethnicity. Caucasian parents were reported as being more
actively involved in school based activities. They also reported that African-American parents
made more contact with school regarding their children’s performance. Hill and Craft (2003)
however, found that African-American students whose parents were involved in school base
activities improved their math performance. The authors suggested the activities involvement in
classroom visits might have provided the parents with information and skills to help their children.
This idea is in keeping with other researchers’ findings as it related to increased communication
and resource sharing with the parent school relationship. Fan, Williams and Wolters (2012) also
reported parents’ participation at schools had significant impact on students’ self-confidence. For
African-American students, parent participation led to them being more engaged at school.
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Fan, et al. (2012) also found cultural differences exist among groups in the idea of altering
school based activities and child academic success. They encouraged schools to consider these
differences when seeking to engage parents of various ethnic groups. Sy and Schulenberg (2005)
also found similar findings in that Asian-American parents rarely attended school activities but
their expectation of their children were high, as opposed to Caucasian parents who attended most
school base activities. They found Asian parents were more inclined to participate in school
activities when their children were younger and reduced involvement as they got older. GonzalezDehass, Willems, and Doan-Holbein (2005) concluded regarding their review of recent studies that
parent involvement at home or school base were positively connected to students’ academic
achievement success. Nevertheless, they cautioned that parent involvement must not just reflect
parent teacher conferences/contact, which was primarily around students’ misconduct or poor
performance.
Foundational Theories
The school and family have been identified as the two key components in the education and
socialization of children. Several known researchers have presented theoretical
perspectives/frameworks that have been helpful in the conceptualization of the importance of
parent involvement in children academic success. While earlier studies examined this predictor
from the perspective of direct involvement in school based activities (Sy & Schalenby, 2005),
others have referred to parent involvement as being multidimensional (Epstein, 1995; Grolnick &
Slowiaczek, 1994). They found that parents may display their involvement in many different ways,
including participation in school based activities.
Parental involvement is the active engagement of parents with school initiatives to promote
children’s academic success. This engagement was multifaceted which incorporated
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communication, volunteering, learning at home, parent socialization, decision making and
collaboration with the community (Balli, Demo & Wedman, 1998). For the purpose of this study,
three theoretical frameworks were discussed on specific types of parent involvement (i.e., Epstein’s
Six Typologies of Parent Involvement), factors that influence parent involvement (i.e., HooverDempsey & Sandler’s Model of Parent Involvement), and the salience of ethnic identity in school
involvement of African-American parents Nigrescence Theory (i.e., Cross’s five-stage descriptive
model on racial identity). The sense of ethnic identity influenced African-American parents’
involvement in their children’s schooling.
Epstein Typologies
Researchers such as Epstein (1987) purported that schools are able to increase parental
involvement by establishing comprehensive school family partnership programs (Epstein &
Connis, 1994). Epstein and colleagues (1987) originally developed four functional types of parent
involvement, but after further research expanded to six typologies currently used in many studies
as a framework that schools may use to improve their parent engagement program initiatives.
Epstein’s six types of involvement included:
Type 1: Basic obligation of families – parenting. The basic obligation of parenting is to
provide food, clothing, shelter, healthcare needs and safety for children. When parents are unable
to meet these basic needs, the school administration has a responsibility to assist the family via
special programs or by providing information about social service agencies in a discrete and
respectful manner (Epstein, 1987). “Parents are expected to provide” child-rearing and home
training” such as good manners, behavior, respect and being responsible (Epstein & Becker, 1982).
Parents are also expected to provide the foundation for their children success at school by helping
to develop the child’s “self-confidence, self-concept and self-reliance “(Epstein, 1987, p. 121). If
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areas of child-rearing or home training are not complete, both the school and parents share the
responsibility for improvement in these aspects. Parents are also expected to provide school
supplies and conducive environment for schoolwork and learning. Epstein (1986) study revealed
that 97% of parents reported children being equipped with supplies and 90% having an established
place to complete homework.
Type 2: Basic obligation of schools. The basic obligation of schools is to ensure
communication between the school and the home. The school is required to provide feedback to
parents regarding school programs and children progress via report cards, phone, mail (Epstein,
1987) and electronic mail. Parent/teacher conferences and open houses are also typical ways in
which schools foster communication with parents. Epstein’s (1986) study revealed a great number
of parents (around one third) were not engaged in a parent/teacher conference that year and almost
two thirds never spoke by phone with a teacher. However, 95% of teachers reported
communicating with these students’ parents but not in detailed or frequency regarding the
children’s program or performance (Epstein, 1986). Therefore, indicating that teachers may
engage casually with most parents but in no meaningful ways that would impact the children lives.
Type 3: Parent involvement at school. Under this level of involvement, parents assist the
school (students, teachers and administrators) via activities organized by the parent-teacher
association (PTA), parent-teacher organization (PTO), and parent-teacher-student organization
(PTSO) (Epstein, 1987). Other activities that parents become involved include: helping teachers
and students with topics being taught, class fieldtrips, parties and other functions and events for the
class; assist the school with “cafeteria duties, library, computer labs, and other school initiatives”
(Epstein 1987, p. 122); provide support for planned parent groups to raise funds, community
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outreaches, “political and awareness and program development “(Epstein 1987, p. 122); attend
assemblies, presentations, athletic events, seminars and training sessions specific to parents.
Epstein (1987) purported more than 70% of parents studied never engaged in any activities to
assist the school, whether it was helping the teacher, staff or administration. They also found only
4% (one to two) parents per class were very active in providing assistance more than 25 days a
year. There were about 40% of the teachers who reported having some type of assistance in the
classroom a few days out of each month. While parents in this study recognized the value of
involvement, very few can assist as many were full time employees. Although the volume of
volunteers was low, Epstein (1987) reported the evidence in the data suggested a positive influence
of this type of involvement on teachers’ communication, and connectedness to other parents. She
suggested a very good, systematically organized parent involvement school program provides a
welcoming and appreciative atmosphere for parents to become involved; hence, support that would
enhance the school’s services.
Type 4: Parent involvement in learning activities at home by teachers and administrators.
The homework focus initiatives may be directly requested by the school via the teacher or other
school administrators or activities that parents deem necessary to assist their children academically
with (reading a book, tutoring, ensure assignments are completed, educational discussions about
school, and so forth) (Epstein, 1987). The teachers who engaged parents’ assistance with
homework activities were received by parents more positively, as well as the parents were viewed
by the teachers more positively because of their participation (Epstein, 1987). Over 85% of the
parents in Epstein (1986) study spent more than 15 minutes helping their child with assignment
once requested by the teachers to assist. However, less than 25% received recurrent requests from
teachers (Epstein, 1986).
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Type 5: Parent involvement in decision-making, governance, and advocacy. Parents
become involved at these levels through their participation on various boards, committees, and
specially assigned teams (e.g. PTA board, school improvement committees, etc.) (Bauch, 1994).
Parents may also serve as advocates in community advocacy groups. The school provides a
platform to train parents to become leaders and representatives equipped to truly engage other
parents in the process of decisions making, while educating other community leaders on issue to
improve the schools.
Type 6: Collaboration and exchange with community organizations. Schools foster
relationships with “community agencies, business, cultural organizations and other important
groups” to participate in the educational and overall development of children. Schools assist
through organizing programs that coordinate access to services such as “before and after school
care, health services, cultural events”, and so forth (Epstein, 1992; p. 14).
Epstein’s (1992) typologies were founded on the model of overlapping spheres where
family, school and community have a shared responsibility in the education and overall
development of the child. School and families work together to send a consistent message to the
child that school is important and that both parents and teachers/administrators will invest in their
future. Epstein’s typologies according to Bauch (1994) had become one of the commonly used
organizing themes for researchers examining parent involvement with schools. He suggested that
those parent involvement roles have become the framework for which researchers and planners of
programs world-wide used to compare practices.
This theoretical framework does not have any particular measuring scales that apply to the
six typologies, but are mere categories (easy to understand) that have their own values and
expectations once properly executed (Bauch, 1994). The six typologies provided a comprehensive
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initiative to engage parents at various levels in the school system and also provide for inclusive
opportunities for all parents (Bauch, 1994).
Ingram, Wolfe and Lieberman’s (2007) research on the role of parents in high-achieving
schools serving low-income, at-risk populations found from Epstein’s six typologies, only Type 1
(Parenting) and Type 4 (Learning at home) were rated at 4 (always) practices of parent
involvement, whereas the other four typologies were rated at a 1 (rarely). These findings from this
study appeared to suggest some forms of parent involvement have greater impacts on student
achievement than others. Henderson and Mapp (2002) revealed that communication with school,
volunteering, and being present at school events and parent connection activities appeared to have
insignificant influence on academic success. Ho and Willams’ (1996) study on the effect of
parental involvement on eight-grade achievement revealed from Epstein’s four types of
involvement, home discussions, Type 4 was most strongly linked to academic achievement. Balli,
Demo and Wedman’s (1998) research also supported the Type 4 parental involvement component
of teachers prompting parents and students to engage each other in the homework processes as a
way to increase parental and family involvement. As the new concepts of school such as home
schooling and now virtual schools have become a new phenomenon, Epstein’s Typologies 1 and 4
appeared to remain useful for parents and students enrolled in these institutions.
While it was important to be able to identify the various types of parental involvement that
support academic success, it was also imperative to examine the factors that influenced parent
involvement. Hoover–Demsey and Sandler’s model provided the theoretical framework to assist
with examining the key factors that influenced parental involvement
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Hoover-Dempsey & Sandler’s Model of Factors that Influence Parent Involvement
Hoover-Dempsey and Sandler (1995, 1997 & 2005) provided foundational guidance to
examine the predictors of why parents get involved in their child’s education. In order to examine
the motivation for engagement they suggested three key elements: Parents’ motivation beliefs
regarding involvement; Parents’ perceptions of institutions to become involved (general school
level specific – teacher, child based institutions); personal life context perceptions that influenced
their views of the level of involvement (skills, knowledge, time and energy).
Parents’ motivational beliefs. Parents’ role construction occurred as a result of what
parents believed they should do to support the development of their children from an educational
perspective (Hoover-Dempsey, 1995). Other parents and social groupings may also influence them
(Biddle, 1986).
Parental self-efficacy for helping the child succeed in school involved parents choosing to
get involved based on their belief of the impact they would have as a result of being motivated
(Hoover-Dempsey & Sandler, 1997). Parents’ positive beliefs regarding helping their children
succeed was correlated with their level of involvement at all school levels (elementary to high
school) (Green et. al 2007).
Parents’ perceptions of invitations to involvement from others. General school
invitations are demonstrated in schools that provided a welcoming and responsible climate that
encouraged parents’ involvement (Christenson, 2004). Parents were more likely to get involved at
specific teacher institutions when teachers demonstrated an interest in the parents involvement by
inviting them to help with their children success (Epstein, 1986; Kohl, Lengua & McMahon, 2002).
According to Hoover-Dempsey & Sandler (1995) specific child institutions were exhibited when
students invited the help of their parents as schoolwork became difficult, parents became involved
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desiring to help their children achieve success (Hoover-Dempsey & Sandler, 1995). Another form
of specific child institution occurred when children were prompted by teachers to solicit parents’
help (Epstein, 1986).
Parents’ perceptions of life context variables skills and knowledge for involvement.
Parents own ideas about their level of skills and knowledge have impacted the level of involvement
they choose to provide (Hoover-Dempsey et al, 1995, 2005). Time and energy for parent
involvement were also impacted by the various demands that other family and work duties and
constraints may have posed (Hoover-Dempsey et al., 1995). Green, Walker, Hoover-Dempsey and
Sandler (2007) research revealed when all three constructs were compared, the parents’
interpersonal relationship with their children and teacher was identified as the key element behind
their involvement in the child’s education. However, Rowling, Helaire and Banerjee’s (2010) study
on reflecting on racism; school involvement and perceived teacher discrimination in AfricanAmerican mothers revealed parents’ role construction played a pivotal role in parents’ belief that it
was their duty to assist with their children’s education and to find ways to make it happen.
In societies where there is a dominant group, such as the United States, each of the above
predictors that influence parents’ school involvement may be much more complex for minority
parents. The historical and contemporary experiences of prejudice and the sense of powerlessness
might be particularly salient forces in shaping minority parents’ perceptions of schools as an
institution that largely reflects the social hierarchy of the larger society. Thus, understanding school
involvement of minority parents required a closer examination of theoretical frameworks that
addressed the core aspect of minority parents’ sense of who they are in the society. In the United
States, the unique historical background of the African-American community has led some
scholars to argue (e.g. Ogbu, 1991) that African-American students may develop an oppositional
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identity towards the school as a symbol of oppression. The academic success of African-American
children might rely even more heavily on the involvement of their parents. Thus, theories that
underscore the identity development of African-American parents’ identity development might aid
the academic success of their children.
Nigresence Theory
Cross (1991, 1995) constructed a five-stage descriptive model on racial identity also known
as the conversion process from Negro to black (Thomas, 2000). This historical theory for decades
has assisted with the conceptualization of racial identity for blacks and aided in empirical research
and theory analysis and development (Worrell, Cross, Jr & Vandiver, 2001). The five stages in
Cross’s theory on becoming black are: (1) pre-encounter; (2) encounter; (3) immersion /emersion;
(4) internalization; and (5) internalization-commitment (Cross, 1995).
Pre-encounter stage. Individuals during this stage exhibit little to no importance for race.
While at this stage the black person is assimilated to the dominant white culture, adopting their
values and beliefs as they seek to fit in and be accepted by the white dominant race. They may also
exhibit anti-black attitudes evidenced by distancing from other black people as they internalized
negative black stereotypes (Bethell, 2013; Cross, 1978; Thomas, 2000).
Encounter stage. Individuals entered this stage after having a personal or social shocking
racial experience that made them more aware and receptive to the new reality of the impact of
racism on their life (Cross, 1978; Thomas, 2000). Cross (1971) suggested this stage has two
phases, the encounter or event where the reinterpretation or shifting of their worldview occurred
and the testing phase, where they seek to carefully assess their perception of this new reality.
Thomas (2000) alluded to this stage as a time filled with confusion, anxiety and guilt. Bethell
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(2013) suggested individuals during this phase might also experience extreme anger toward the
white dominant group with whom they initially felt aligned.
Immersion/emersion stage. Cross (1978) described this stage as one that involved deep
sensational characteristics of blackness. The individual during this stage is immersed in afrocentric events, symbols, values and beliefs, while distancing or avoiding the old perspective
associated with the white dominant group (Bethell, 2013; Cross, 1978, Thomas, 2000). Cross
(1978) described this period as a time when the individual struggled to destroy all of the old
remnants of the white dominant perspective as he or she simultaneously strongly embraces the new
perspective of being black. The individual glorifies black people and culture while denigrating
white people and culture (Bethell, 2013; Cross, 1978). Cross (1978) described the second phase of
this stage as a period where one is able to now clearly explore and clarify strengths and weakness
of blackness. The individual is also reported as feeling a sense of control. Cross (1971) purported
that this place in the stages ends the most difficult period during the transition.
Internalization stage. Here the individual has developed self-confidence of their racial
identity and is now able to establish healthy relationships with those of the dominant culture and is
now accepting of other cultural groups (multi-culturalism) (Bethell, 2013; Cross, 1991; Thomas,
2000).
Internalization-commitment stage. Individuals at this stage exemplified a commitment
for the concerns of the group by being social advocates involved in seeking resolutions for the
problems (Cross, 1978). Cross (1991) purported the individual at this stage sustains the level of
commitment over an extended period of time. He described them as moving from an individual
self-focused to group focused mentality.
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Racial identity has been identified as an important factor in the socialization and parenting
practices for black families (Thomas, 2000). Racial identity is defined as the attitudes and beliefs a
person has about their racial group and other racial groups, including the dominant racial group
(Thomas, 2000). Cross’s (1971) Nigresence Theory was developed on the assumption that when
black people accept the fact of being black they develop into a more psychologically healthier
person (Cross, 1991). In previous research, self-esteem, self-actualization and psychological
adjustment were all found to be related to racial identity (Carter, 1991; Parham & Helms, 1981).
As individuals develop a strong core based on healthy racial identity, they are able to view acts of
racism from a different perspective than that of a personal attack and find appropriate coping
strategies (Bethell, 2013; Cross, 1991).
Thomas (1999) study revealed African American parents who exhibited higher levels of
racial identity believed in the importance of racial socialization. An earlier study by Marshall
(1995) on African American mothers’ child-rearing beliefs found the mothers placed important
emphasis on education, hard work and perseverance, self-esteem, racial pride and spirituality. An
earlier study by Helms (1990) purported children exhibited similar racial identities of their parents.
Hence, if their parents have a healthy racial identity that is integrative, values and respect other
cultures the children become more pluralistic in their identity. Anglin and Wade (2007) found
students who adjusted better to college were those who identified with having “an internalized
multicultural racial identity” (p. 213). Hence, being able to appreciate their black identity, but also
feeling a sense of connection with people from other cultures.
Thomas (2000) suggested that “positive self-concept and racial identity also
have an impact on children’s overall functioning and achievement” (p.327). Graham and Anderson
(2008) “I have to be three steps ahead”: Academically gifted African-American male students in an
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urban high school on the tension between an ethnic and academic identity study examined the
relationship between ethnic and academic identity of three academically gifted African American
male high school seniors in a primarily African-American urban high school in western North
Carolina. Guided by earlier studies by Cross and others, the authors used a case study approach
using an embedded micro-ethnographic perspective to discover at what level these students valued
educational attainment, at what level they connected with their ethnicity, and in what way did those
important to them “significant others” encouraged or discouraged the development of their ethnic
and/or academic identity.
Both qualitative and quantitative data collection techniques were utilized in this study. Data
were collected three times per week for four months using several strategies including open-ended
interviews with the participants, narrative interview with each participant, one open-ended
interview with a “significant other” whom the participant nominated, three classroom observations,
one open-ended interview with the teacher of the classroom observed, one interview with the 12th
grade guidance counselor, an academic identity survey, the admiration ladder instrument and data
collected from artifacts. The participants were interviewed three times with established protocol for
the first and second interviews and the third one was a follow up to ask questions based on
previous responses given in the first two interviews. A fourth interview took place in the form of a
narrative approach where the participants spoke about their educational experience. The authors
used an inductive analysis approach to analyze the qualitative data collected. All of the interviews
were transcribed. A member check was conducted where the transcripts were shared with the
participants to verify the accuracy of their statements.
The findings indicated academically gifted African-Americans in this urban high school
valued educational attainment very much even when others around them may not. They did not
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give in to any peer pressure or factors that could impede their academic performance. Rather acting
“white” they embraced their “blackness” and saw it as a source of strength and inspiration. Those
persons or “significant others” supported and encouraged them with positive messages using
African-American history. Graham and Anderson (2008) found these young men identified having
a connection to their racial identity help to strengthen their academic success. While being able to
identify that racism existed in their school, they held firm to positive believes from their ancestry
that education was a key factor to overcome racism and eliminate racial divides (Graham &
Anderson, 2008). This finding was consistent with Chavous, Bernat, Cone, Caldwell, Kohn-Wood
and Zimmerman (2003) study, which purported youth who exhibited a positive attitude regarding
their ethnic group and had strong connections to their group demonstrated better educational
outcomes in the midst of racism.
Racial identity and academic attainment among African-American adolescents primary
focus was on ways young African-Americans’ “beliefs about self, race, and society influenced their
academic beliefs and behavior” (Chavous, Bernat, Cone, Caldwell, & Kohn-Wood & Zimmerman,
2003, p. 1079). The researchers explored the variances among this group across the racial identity
dimensions. They also examined differences of school attitude and adjustment of the adolescents
within the group who had different racial identity beliefs.
This three year longitudinal study began with 606 (males n = 287 and females n = 319)
African-American participants from the 9th grade and ended with 72% (n = 437) completing the
study in the 12th grade. The sample was selected from four main public schools in the second
largest Midwestern school district. The schools’ populations were 80% African-Americans.
The data in this article were collected in the 12th grade year via interviews and school
district records. The length of the interviews was about one hour during school and in community
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settings for some students. The interview focused on “health issues, relationships with family and
peers, school beliefs and achievement, and psychological well-being” (Chavous et al., 2003,
p.1080). In addition to the interviews, the students answered “a self-reported questionnaire on
alcohol and drug use, sexual behavior, racial identity, and discrimination” (Chavous et al., 2003,
p.1080).
The researchers examined educational beliefs at the 12th grade via the following
components: School attachment, school relevance, school efficacy and school importance. Racial
identity was also measured by the Centrality, Public Regard, and Private Regard subscales from the
Multidimensional Inventory of Black Identity (MIBI) (Sellers, Rowley, Chavous, Shelton & Smith,
1997). The third aspect measured was school outcomes. This was measured by self- report of
school status, current GPA collected via school records, and graduation and college attendance
status were collected two years later.
The cluster analysis of the data revealed that participants’ self-belief and racial beliefs
correlated with their academic and social development based on their attitudes and selfassessment. The authors purported that African-American adolescents presented strong connections
to schools when they viewed society as seeing African-Americans positively.
Wright (2009) also concluded a healthy racial ethnic identity (REI) among African
American males can impact their education in a positive manner. He suggested having an
awareness of racial discriminations, along with having “ethnic-pride” help with academic success.
Wright’s (2011) I know who I am, do you? Identity and academic achievement of successful
African-American male adolescents in an urban pilot high school in the United States primary
focus was on young academically successful African-American males who sustained a healthy
racial-ethnic identity (HREI). He defined “HREI as pride in in-group identification, confidence in
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one’s academic abilities, competence in awareness of racism, and comfort with respect to selfpresentation of racial-ethnic identity” (Wright, 2011, p. 2). Wright’s (2011) study on identity and
academic achievement focused on academically successful African American males (strength or
assets based approach) rather than the negative oppositional behavior and low achievement
focused. This study consisted of five participants who were all from one particular school. The
qualifying criteria for this study were: classified by school as academically successful; 3.0 GPA or
higher varied via school report cards; good peer-teacher relationship varied by guidance counselor;
involved in extracurricular activities noted by self-report; US born grandparents and currently
enrolled 11th or 12th grade.
The researcher employed both qualitative and quantitative methods to ascertain from the
socially and academically successful young African-American males how racial-ethnic identity
impacted their educational experiences (Wright, 2011). The techniques employed in this study
were semi-structured interviews, focused groups and self-reporting questionnaires. Each participant
was interviewed four times and attended one focus group session. Wright (2011) also used the
Multi-group Ethnic Identity Measure developed by Phinney (1992). The researcher employed
follow-up conversations with each participant to clarify information shared during interviews or on
the questionnaire. The author found as it related to acting white or acting black, both were
identified by these Black males as necessary for success. They shared that acting white was
associated with using standard American English for academics and African-American English for
social success (Wright, 2011).
They also reported to be smart was also to be cool, therefore, highlighting the strength of
being academically smart. He concluded in this study that a healthy racial ethnic identity was
paramount to Black males’ academic success. Wright (2011) also suggested Black males within a
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supportive school environment would be able to use their racial ethnic identity to advance their
own academic growth and development. He further suggested that as Black males are able to
identify how their academic achievements are tied directly to positive aspects of their racial–ethnic
identity, they are able to mitigate the negative stereotypes and remain committed to academic
success.
There are inconsistencies across the literature related to racial identity and academic
achievement. Earlier researchers such as Fordham and Ogbu (1986) suggested African American
youths are unable to identify with their racial ethnic identity and achieve academic success. They
purported to achieve success in school, African American students used “racelessness” as a coping
strategy, where their culture and race were deemphasized, while assimilating into the dominant
school culture. Willie (2003) study also supported the concept that minimizing race helped with
academic achievement among black students. Fordham and Ogbu (1986) study has been heavily
criticized to the extent that Ogbu (2004) sought to clarify misinterpretations of their findings.
Evidence from these theoretical frameworks suggested the need to engage parents through
providing school environments that foster parent involvement. The ability for parents to interact
and engage in activities at the school appeared to be a strong predictor for academic success. Early
writers like Grolnick and Slociaczek (1994) found evidence that schools that engage parent
involvement had an impact on students’ achievement. They purported this occurred through
communication with teachers. Hoover-Dempsey and Sandler (1995) also concluded students would
experience success if parent and school expectation for school activities were congruent.
Racial identity has also been identified as an important factor in the socialization and
parenting practices for black families (Thomas, 2000). Thomas (2000) suggested “positive selfconcept and racial identity also have an impact on children’s overall functioning and achievement”
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(p.327). Having a healthy racial ethnic identity was found to be significantly important to Black
male students’ academic success (Wright, 2011). Wright (2011) study also revealed Black males
within a supportive school environment would be able to utilize their racial ethnic identity to
advance their own academic growth and development. Rowling, Helaire and Banerjee (2010)
study on reflecting on racism; school involvement and perceived teacher discrimination in AfricanAmerican mothers revealed they believed it was their duty to assist with their children education
and to find ways to make it happen.
Asset-Based Approach to Examine Black Males Success
Despite that as a group, black children, especially males, have shown poorer performance in
high school than their white counterparts, there are some Black males who performed very well.
While more than two decades of studies have focused specifically on Black males and their
academic underachievement, the achievement gap continued to pledge this population. The
majority of these studies tended to examine this issue from a deficit perspective, with focus on
student problems and failures. Howard (2014) posited the need of a paradigm shift toward a
strength or asset-based approach, which will focus on the positive aspects of Black males’
academic success. It is imperative that current research amplifies the voices and stories of
academically successful Black males who were diligent, disciplined and persistent, despite life’s
circumstances. Therefore, this study focused on academically successful Black males’ perspective
on the parental involvement factors that have contributed to their academic success. Having a
better understanding of their academic success can help identify factors that have promoted or
fostered their academic success, which can be applied to improving the academic performance of
other children, and in particularly Black children in general.
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Although previous studies have rendered many aspects of parent involvement that predicted
academic success, these findings do not seem to have influenced the educational outcomes for
Black males. This may be one of the reasons black males are still underachieving and are overly
represented negatively in the media. There was a need to examine more closely the impact of
parental involvement on Black males’ academic achievement. One way of doing that does not
involve victim blaming, but to gather information from Black males who are achieving success
academically and glean some understanding from their perspective on how and what type of
parental involvement during high school have influenced their success.
Black Male Students’ Perspectives on Parental Involvement and Academic Success
Noguera (2008) in response to efforts in narrowing the achievement gap issues among
Black males suggested that it was imperative to hear directly from successful Black male students
as to what parental involvement factors contributed to their success. He purported that
recommendations and ideas have been given and solicited from many persons throughout the
nation regarding the academic underachievement of Black males, while few studies have solicited
feedback from Black males themselves who are academically successful.
Bethel’s (2012) qualitative aspect of her study focused primarily on the voices of Black
males as an important component to gain understanding of factors that have contributed to their
academic accomplishments. Parental support was identified as an important factor that contributed
to the participant’s academic success (Bethel, 2012). Howard (2014) asserted it was the intent of
his work to “center the perspectives, opinions and insights of Black males as part of the school
reform discourse” (pp. 89) who were academically successful. Several Black males from this study
highlighted their parents and other family members were key factors in their academic success, by
“staying on them” regarding school work and by having high expectations for academic
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performance. Some students in this study indicated although they didn't have high hopes that
education will payoff they were being pushed and motivated to continue school by their parents
and guardians. Howard (2014) contended that young people voices were important to this discourse
as they had valuable and unique knowledge and insights and experiences.
Chapter Summary
Young Black males are at the heart of the discussion of academic underperformance and
they are the living voices of these experiences with the educational system and supports that are
contributing to their success. They are highly credible and insightful and need to be given the
respect as having the ability to contribute valuable knowledge, perspectives and insight into
curtailing the academic underperformance of this population. Deplanty, Coulter-Kern and Duchane
(2007) study on the Perception of parent involvement revealed the students and teachers had
consistently ranked the parents involvement lower than parents who overestimated their
involvement in the children’s education. Deplanty et al (2007) study again evidence the credibility
and importance of the students’ voices and perceptions as it related to ascertaining valuable facts
regarding parent involvement and academic achievement.
The proposed study explored Black males’ perspectives of parental involvement factors
that contributed to their academic success. The following research questions were addressed:
1. What were the factors that described parent involvement during high school of Black male
students in a four-year college institution?
2. What was the distribution of perceived parent involvement during high school across Black
male students in a four-year college?
In addition the following were hypothesized:
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H1: The factor structure of family obligations, parent information network, and family norms will
explain parent involvement during high school as perceived by Black male students in a 4-year
college.
H2: Family norms will be the high school parent involvement factor that is rated most highly by
Black male students in a 4-year college.
Hypothesis 1 was established based on results of Yan and Lin’s (2005) earlier study that consisted
of a large sample of 19,386 from the NELS: 88 (National Education Longitudinal study for 1988)
data set for students on parent involvement. This study also had great statistical power across racial
and ethnic groups. Hypothesis 2 was founded on the premise that components of Family norms
such as family rules, parent expectations and parent-teenager relationship are paramount to student
success. Researchers such as Ingram, Wolfe and Lieberman (2007) and Balli, Demo and Wedman
(1998) studies identified homework or learning at home was important to the students’ success.
These findings aligned with the family rules component regarding structure for homework. Yan
and Lin (2005) also suggested based on their study, parent expectations and parent-teenager
relationship were critical for students getting ready to transition to college.
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CHAPTER 3
METHODS
The purpose of this study was to identify the factors that described parent involvement during high
school of Black male students in a four-year college institution, and then to examine the
distribution of perceived parent involvement during high school across Black male students in a
four-year college. This chapter presented and discussed the research design, instruments, settings
and selection of participants, procedures and data collection procedures that were employed in this
study.
The Researcher
I am a Black male student in a Counselor Education doctoral program who worked in the
high school as a counselor, as well as a counselor at the college level in student affairs for more
than 18 years in the United States and the Caribbean Island of The Bahamas. I am a Marriage and
Family Therapist who uses a systemic based approach in my work. My professional, voluntary
philanthropic activities and hobbies have afforded me the opportunity to work with families, and in
particular young Black males. I witnessed those who were successful in completing both high
school and college and those who have fallen short of such ventures. Researchers over time have
focused heavily on the academically at risk Black males. However, I have selected a strengthbased approach in examining the critical parental involvement factors that Black males would
attribute to their success.
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I believe the family, and in particular the parents, play a pivotal role in setting the
foundation on which a child is able to build his or her success. Parents are primary caretakers
(providing boundaries, structure and support) who are able to transfer through socialization a belief
and hope about success. In this study, success was operationally defined as Black males who have
completed high school and currently enrolled in college or university. I am choosing this research
topic with hope of finding key factors of parental involvement that are contributing to the success
of Black males.
Research Design
This study employed a quantitative design using a survey to collect the data from Black
male students on their perspectives of their parents’ involvement in their educational experiences in
high school. This survey developed by Yan and Lin (2005) to measure parental involvement
factors was used to extract factors that can contribute to their academic achievement. According to
Mcdonald and Headlam (2008), surveys are more commonly used method for collecting data. It
was also reported as being one of the most reliable methods of collecting measurable data for social
sciences (Glass & Hopkins, 1996). In addition, surveys were found to be the method of choice
when collecting primary data from a large sample, hence the reason for choosing it for this
particular study, which required a larger sample (Mcdonald & Headlam, 2008). Surveys are also
able to collect data on perceptions, beliefs and opinions (Mcdonald & Headlam, 2008). Once
designed appropriately, they help to collect valuable data. The limitation with using only a survey
instrument with no cross-referencing is that the participants could falsely answer questions that
may go undetected during the analysis of the data.
Hypotheses
For this study the following was hypothesized:
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H1: The factor structure of family obligations, parent information network, and family norms will
explain parent involvement during high school as perceived by Black male students in a 4-year
college.
H2: Family norms will be the high school parent involvement factor that is rated most highly by
Black male students in a 4-year college.
Hypothesis 1 was established based on results of Yan and Lin’s (2005) earlier study that
consisted of a large sample of 19,386 from the NELS: 88 (National Education Longitudinal study
for 1988) data set for students on parent involvement. This study also had great statistical power
across racial and ethnic groups. Hypothesis 2 was founded on the premise that components of
Family norms such as family rules, parent expectations and parent-teenager relationship were
paramount to student success. Researchers such as Ingram, Wolfe and Lieberman (2007) and
Balli, Demo and Wedman (1998) studies identified homework or learning at home was important
to the students’ success. These findings aligned with the family rules component regarding
structure for homework. Yan and Lin (2005) also suggested based on their study, parent
expectations and parent-teenager relationship were critical for students getting ready to transition to
college.
Setting and Participants
The purpose of this study was to identify parental involvement factors from Black males’
perspectives that have promoted or fostered their academic success. It was also very important to
glean understanding directly from Black males themselves on what parental involvement factors
have promoted or fostered their academic success. The knowledge gain will assist in helping to
improve the academic performance of other children (particularly Black males). This study also

42

examined the three component of Yan and Lin (2005) survey items composite developed from the
NELS: 88 data for students on parent involvement, using a confirmatory factor analysis to ensure
the parental involvement factors were consistent with those Yan and Lin (2005) have proposed
based on the three components; family obligations, parent information networks and family norms.
As this study was conducted from a strength-based perspective, participants had to be
currently enrolled in a 4 year college. Hence, the study used a purposeful sample where success
was operationally defined as Black males who have completed high school and currently enrolled
in a 4-year college/university.
Setting. The research setting was a large metropolitan research extensive university. In
the southern region of the United States, the university system served over 48,000 students, 36,108
undergraduates, and 9,889 graduate students. The university consisted of 44% diverse populations
which included 4,634 (10.4%) African Americans and Blacks; 2,905 (6.5%) Asian Americans;
8,588 (19.2%) Hispanics; 98 (0.2%) Native Americans; and 1,572 (3.5%) multiracial students. The
university system had a current enrolment of 1,669 African American and Black males. Students
at this university were high achievers. As indicated, 50% of the fall 2015 freshman class graduated
in the top 20 percent of their high school class with an average grade point average of 4.08, average
SAT scores of 1223 and average ACT scores of 28.
Participants. A convenient purposeful sampling of Black Males enrolled in a degree
seeking-program at the southern region of the United States University was a criterion. The
participants had to be currently enrolled in an undergraduate degree-seeking program. The
participants also had to be willing to complete the survey. A total of 146 Black male students were
asked to participate in the study to ensure statistical power for a factor analysis (Hutcheson &
Sofroniou, 1999).
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Data Collection
Procedures
The goals of this study were to identify the factors that explained parent involvement during
high school of Black male students in a four-year college and analyzed the distribution of their
perception of parent involvement during high school. Approval was sought and solidified by the
University Institutional Review Board (IRB) for this study.
A convenient and purposeful sampling was employed. For the survey data, the researcher
and other research team members utilized the university library, Black Student Association, food
courts, large classes, Greek letter events, and large lectures that had a large traction population to
identify participants. The identified participants were asked about their willingness to participate
in the study, after being given the brief purpose, consent form and verbally informed about the
study. Once they agreed to participate, they were given a pencil and paper. The survey took about
10 minutes to complete. Candies were given to students for completing the survey. The targeted
sample size for this study was 150 participants.
Ethical Considerations
While conducting quantitative research, the key ethical issues the researcher must be aware
of are informed consent, respect for anonymity and confidentiality, respect for privacy and
beneficence (Mora, 2010). In lieu of this, an informed consent was given to all participants in the
study, as well as all participants were provided with a brief description outlining the purpose of the
study. Participants were also made aware of the anonymity process regarding no identifiable
information or names being required for any version of this study.
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In order to further protect the data, computer data was kept on a password secured
computer. In addition, all collected data via pencil and paper survey packet were secured in a
locked cabinet in a locked room at the researcher’s resident.
Instrumentation
The purpose of this study was to identify the factors that described parent involvement during
high school of Black male students in a four-year college institution and examined the distribution
of perceived parent involvement during high school across Black male students in a four-year
college. The data for this study was collected with a survey instrument. Once designed
appropriately, surveys can gather valuable data (Mcdonald & Headlam, 2008). The survey in this
study took about 10 minutes to be completed, via pencil and paper. The survey consisted of the
following two sections.
Demographic information. In the first portion, survey respondents were asked to provide
demographic information (See Appendix A.). Participants indicated their age, zip code, county,
state or country, major, current year in college, high school and current college GPA, family
income, father’s education, mother’s education, parents’ current relationship, and whom they lived
with during the high school years.
Parental involvement during high school questionnaire. The second portion of the survey
consisted of a 39 item parental involvement during high school questionnaire for students, adapted
from Yan and Lin’s (2005) assessment items. Yan and Lin (2005) conducted a principal
component factor analysis and found nine unique factors that were grouped into three components
based on social capital theory (Coleman, 1988); family obligation, parent information networks and
family norms from the NELS:88 (National Education Longitudinal study of 1988) data for students
on parent involvement. Please see Appendix A for the complete instrument. The data set consisted
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of 19,386 12th grade students tracked longitudinally from 8th grade, with three points of data
collection. The students represented four ethnic groups; African American, Asian American,
Hispanic American and Caucasian American. The three dimensions of parent involvement
assessed with this instrument were family obligations, parent information networks and family
norms (Yan & Lin, 2005). The instrument used a 4-point Likert Type scale ranging from 1 (not at
all true) to 4 (very much true). The instrument was modified to reflect past experience of parent
involvement during high school. There was also one of the items on this instrument that was
modified by the researcher for cultural relevancy which is item 29 that states, “parent(s) limited TV
watching or video games,” to include social media and internet entertainment via smart phones and
computer devices.
The family obligation component examined participation in parent-teacher’s organization
(PTO/PTA) activities (α = .73), attending high school programs (Pasp) (α = .69) and discussing
school topics with their child (DST) (α = .80). The parent information networks component
examined parent(s) made contact with school about performance (Per) (α = .80), behavior (BEH)
(α = .61), parents’ knowledge of schoolwork (KSW) (α = .68), and knowledge of my friends
parents (KFP) (α = .55). The final component, family norms, examined family rules (FR) (α = .61),
educational expectations (EE) (α = .61) and parent-teenager relationship (PTR) (α = .60). The
validity and reliability of the survey alpha coefficients ranged from a 5.5 to 8.0.
The participants were asked to rate the items on this survey questionnaire on a 4-point Likert
Type scale ranging from 1 (not at all true) to 4 (very much true). The survey took about 10 minutes
to be completed, via pencil and paper.
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Data Analysis
The pencil and paper responses were inputted into the computer system and crossed
checked for accuracy by another researcher. The data was statistically analyzed in SAS. The
descriptive statistics (mean, median, and mode) was employed for each item, and for each group,
relative to age, state or country, major, current year in college, GPA and cumulative GPA, family
income, father’s education, mothers’ education, parents’ current relationship, and whom they lived
with during the high school years. The descriptive statistics results were displayed in tabular
format.
This study employed a Confirmatory factor analysis. A confirmatory factor analysis is a very
comprehensive statistical method used in the assessment and modification of theoretical models in
theory development (Anderson & Gerbing, 1988; Schreiber, Nora, Stage, Barlow & King, 2006).
The models garnered support when they are not disconfirmed based on a goodness of fit analysis.
While a model may meet the goodness of fit criteria, there may be other models that may fit just as
well (Anderson & Gerbing, 1988).
To assess the fit of the current data to the hypothesized model, a number of indices were
utilized. The first indicator employed to examine the model fit was the chi square assessment. The
model is considered a reasonable fit when the chi-square measure is nonsignificant. Despite
having a nonsignificant chi square indicator, this measure has its limitations because of how it is
influenced by the sample size (Marsh, Balla & Mcdonald, 1988). Therefore, the Hu and Bentler
(1999) standardized root mean-square residual (SRMR), the root mean-square error of
approximation (RMSEA) and the comparative fit index (CFI) were used in addition to the chi
square index to measure the goodness of fit. For the model to be considered an absolute good fit
the SRMR must be .08 or lower (Hu & Bentler, 1999). The RMSEA index must also be at .06 or
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lower along with a CFI measure of .95 or higher to be considered an absolute good fit (Hu &
Bentler, 1999).
The confirmatory factor analysis was applied to analyze the factor structure and how well it fit
the hypothesized model, Parent Involvement during High School questionnaire, which consisted of
three factor components; family obligation, parent information network and family norms (Yan &
Lin, 2005). The factor structure for each of the major subscales or component (Family Obligation,
Parent(s) Information network and Family Norms) were examined individually and then as a
complete model to assess the level of fit as individual subscales and then as a complete model. The
distribution of the factor scores (means, standard deviations, minimum and maximum likelihood
estimates, skewness, and kurtosis) were also assessed using this analysis. The results of the factor
analysis were displayed in Tabular format showing the alpha reliability coefficients, and the
percentages of variance explained by the factors.
Steps of the Methodological Process
1. Collect Survey Data - 1 month
2. Input quantitative data into Excel – 1 month
3. Analyzed survey data via descriptive statistics, confirmatory factor analysis – 3 weeks
4. Displayed quantitative data with appropriate charts and wrote quantitative narrative. 2
weeks
Chapter Summary
In this chapter the methods for the study was outlined, which described the sample, instrument,
data collection procedure and statistical analysis that were used for this study.
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The following chapter (chapter 4) provided the results of the statistical analysis, and chapter
5 included the discussion of the findings along with implications and recommendations based on
the analyzed results.
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CHAPTER 4
RESULTS
This chapter comprised three core sections. The first section presented the descriptive
statistics (means, median, mode, frequency) in tabular format of the demographics for the
participants. The second section provided the results of the preliminary descriptive statistics
(means, standard deviation, skewness and kurtosis of variables) and the results related to research
question 1, regarding the factors that described perceived parent involvement during high school
of Black male students in a four-year college. The third section delineated the results for research
question 2, related to the distribution of perceived parent involvement during high school across
Black male students in a four-year college and the alpha coefficients of the factor variables.
Demographical Descriptive Statistics
Table 1
Demographical Descriptive Statistics N=146
VARIABLES

MEAN

MEDIAN

MODE

Participants Age

21.390

21.000

21.000

Years in College

2.917

3.000

3.000

High School GPA

3.539

3.500

3.500

Current GPA

3.157

3.200

3.000

Family Income

60-69,999

50-59,999

40-49,999

Father’s Educational Level

13-14 years

13-14 years

10-12 years

Mother’s Educational Level

13-14 years

15-16 years

Graduate/prof degree

Number of Siblings

2.748

2.000

2.000
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The average age of the participants was 21; and the average years for the number of years in
college was 2.9. The average GPA in high school indicated by the participants was 3.5; and the
current GPA in college was 3.15. The average family income indicated by the participants was
$60- $69, 999. The average educational level for both mother and father was 13-14 years, which
was at least one to two years of college. The average number of siblings of the participants was two
to three (2.748).

WHO PARTICIPANTS LIVED WITH
DURING HIGH SCHOOL
11

1

10

42

82

Father

Guardian

Grandparent

Mother

Mother & Father

Figure 2. Who participants lived with during high school
The majority of the participants indicated they lived with both mother and father (n= 82)
while attending high school.
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PARTICIPANTS PARENTS MARITAL STATUS
90

84

80
70
60
50

34

40
30

14

20

9

10

5

0

Married

Divorced

Not Married

Single

Not
Indicated

Figure 3. Participants’ parents’ marital status
The majority of the participants indicated their parents were married (n=84).

TYPE OF HIGH SCHOOL PARTICIPANTS ATTENDED

10

23

111

Private

Public

Not Indicated

Figure 4. Type of high school participants attended
The majority of the participants attended public school (n=111).

52

Research Question 1: What are the factors that describe parent involvement during High
school of Black male students in a four-year college institution?
Structural Equation Modeling Analysis
A Confirmatory Factor Analysis (CFA) structural model was used to assess how well the
current data set fit the hypothesized model (Parent Involvement During High School questionnaire)
of family obligation, parent information network and family norms (Yan & Lin, 2005). The
analysis was executed to test the factorial validity of the modeled instrument “Parent Involvement
During High School questionnaire”, thus providing the answer to the guiding research question
number 1, “what are the factors that describe parent involvement during High school of Black male
students in a four-year college institution? The hypothesized model is very complex having three
factor subscales with multiple variables and items. Therefore, a decision was made to analysis each
factor subscale within the model individually to assess the fit of each factor with the current data
set before analyzing the complete model with all three factors. As a result in this subsection we
looked at factor one Family Obligation, followed by factor two Parent Information Network, factor
three Family Norms and finally the analysis of the Complete Model with all three factor subscales.
Family Obligation Factor
Means, standard deviations, skewness and kurtosis for family obligation items. A
preliminary analysis was conducted to assess the descriptive statistics for all variables in the
Family obligation factor section shown in Table 2. The “Parent Involvement during High School”
questionnaire used a four-point survey instrument Likert-type scale that ranged from “1 = not at all
true,” to “4 = very much”. The means for Family obligation ranged from (1.62) to (3.49). The
majority of the means were at 2 or above (“somewhat true”). The means that were the highest
came from the same subcategory “My parent(s) had discussions with me about school topics” in
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particular items “my grades” at (3.49), “applying to colleges” at (3.31) and “plans to take the
SAT/ACT” at (3.08). The means that were the lowest and below a 2 were from the subcategory
“My parent(s) participation in parent-teacher organization/association activities”, in particular
items “took part in parent-teacher organization/association activities” (1.77), “acted as volunteers
at school (1.72) and the lowest “belong to the parent-teacher organization/association” (1.62).
The Skewness and Kurtosis statistics provide information regarding shape of the
distribution of the data set. The distribution of the data is considered normal when the skewness
and kurtosis are closer to zero. Skewness that go beyond -3 and +3 are considered extremely nonnormal (Mardia, 1970). Table 2 shows that the data set in this factor subscale has a normal
distribution, as both the skewness and kurtosis are closer to zero for all the variables.
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Table 2
Descriptive Statistics of Subscale Family Obligations Items
Variable

Mean

Std
Dev

Skewness Kurtosis

Belong to the Parent –Teacher Organization/Association pta1

1.625

0.981

1.399

0.667

Attended Parent –Teacher Organization/Association meetings

2.069

1.156

0.605

-1.133

Took part in Parent –Teacher Organization/Association activities 1.777

0.992

1.069

-0.021

Acted as volunteers at school pta4

1.729

0.991

1.136

0.061

Educational opportunities after high school pasp1

2.534

1.228

-0.058

-1.592

College financial aid pasp2

2.534

1.251

-0.058

-1.636

Employment opportunities pasp3

2.173

1.172

0.394

-1.371

Selecting courses dst1

2.604

1.274

-0.102

-1.680

School activities dst2

2.826

1.184

-0.425

-1.362

Things studied in class dst3

2.708

1.139

-0.267

-1.348

My grades dst4

3.493

0.923

-1.734

1.772

Plans to take the SAT/ACT dst5

3.083

1.191

-0.816

-0.992

Applying to colleges dst6

3.312

1.054

-1.237

0.041

A. My parent(s) participation in parent-teacher
organization/association activities

pta2
pta3

B. My parent(s) attendance at school programs about my
future planning

C. My parent(s) had discussions with me about school topics
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pta 1

R2 .43
pta 2

.66 (.06)

.76 (.05)

R2 .58
.82 (.04)

F1
R2 .34

pta 3

R2 .68

.48 (.07)
.58 (.09)

pta 4

R2 .23
pasp 1

.85 (.03)

2

R .73
pasp 2

R2 .81

.90 (.03)

.78 (.04)

F2

.62 (.09)

R2 .38

Family
Obligation
FS1

Pasp 3

R2 .62
Dst 1

R2 .71
Dst 2

R2 .71
Dst 3

R2 .72

Dst 4

.82 (.10)

.84 (.03)

.84 (.03)

.85 (.03)

F3

.64 (.05)

R2 .68

2

R .41

.62 (.06)

Dst5

R2 .39

.64 (.05)

Dst 6

R2 .40

Figure 5. Confirmatory Factor Analysis Model for Family Obligations Subscale
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Family Obligation CFA. The results for the subscale Factor of Family Obligation, prior to
the modification were as follows: the chi square /degrees of freedom test was statistically
significant 𝑥2 (62, N =144) = 137.19P < .0001, indicating that the model should be rejected as an
exact fit. Further goodness of fit indices also suggested problems with model fit when compared to
Hu & Bentler (1998) guidelines. Although the SRMR = .06 < .08 suggested good fit, the RMSEA
= .09 > .06 and a CFI = .92 < .95, suggested less than ideal fit. These results indicate that the
model did not fit the data relatively well. Therefore, the model required modification using the
Lagrange multiplier test (LM) (Bentler, 1986). The LM multivariate Wald test revealed the need
for one adjustment, which was not contrary to Yan and Lin’s conceptual framework (2005) and
appeared logical. Macullum, Roznowski and Necowitz (1992) also cautioned about making
modification to a model just on the LM’s test results as they may produce models that are
unrealistic. The covariance between “Plans to take the SAT/ACT” and the “Applying to colleges”
factor under the subscale of “My parent(s) had discussions with me about school topics” were
relatively high at 32.5. The results suggested that there were very little variance between the two
items and, therefore, they were combined as they represented discussion about college entrance.
The results of (Factor 1) Family Obligation component, after the modification were as follows:
the chi square/degrees of freedom test was statistically significant 𝑥2 (61, N =144) = 103.31 P <
.0006, indicating that the model should be rejected as an exact fit. Further goodness of fit indices,
however, suggested the model had better fit with SRMR = .06 < .08, RMSEA = .07 > .06 and a
CFI = .96 > .95. These results indicate that the model fit the data relatively well.
The path coefficients ranged from .48 “My Parents(s) participation in Parent-Teacher
organization/association activities –Acted as volunteers at school (PTA4) to .90 “My Parent(s)
attendance at school programs about my future planning- College financial aid” (Pasp2) as shown
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in Table 3. The path coefficient linking Family obligation to: “My parent(s) had discussions with
me about school topics” (DST) was the highest at (.83) with the path linking family obligation to
“My Parents attendance at school programs about my future planning” (Pasp) was at (.63), while
the path linking family obligation to “My Parents(s) participation in Parent-Teacher
organization/association activities” (PTA) was the lowest at (.59).
Table 3
Standardized Effects in Linear Equations for subscale Family Obligation
Variable Predictor Parameter Estimate Standard t Value Pr > |t|
Error
pta1

f1

0.660

0.057

11.46 <.0001

pta2

f1

p2

0.765

0.048

15.69 <.0001

pta3

f1

p3

0.829

0.044

18.66 <.0001

pta4

f1

p4

0.482

0.072

6.60 <.0001

pasp1

f2

0.858

0.030

27.73 <.0001

pasp2

f2

p6

0.904

0.027

33.17 <.0001

pasp3

f2

p7

0.789

0.037

20.96 <.0001

dst1

f3

0.843

0.030

27.64 <.0001

dst2

f3

p9

0.845

0.030

27.88 <.0001

dst3

f3

p10

0.853

0.029

29.04 <.0001

dst4

f3

p11

0.640

0.053

11.88 <.0001

dst5

f3

p12

0.627

0.055

11.29 <.0001

dst6

f3

p13

0.640

0.054

11.83 <.0001

f1

fs1

0.585

0.092

6.31 <.0001

f2

fs1

p14

0.621

0.090

6.84 <.0001

f3

fs1

p15

0.825

0.099

8.26 <.0001

The variances explained by the model are shown in Table 4. The variance explained by the
model that were very low were “My Parents(s) participation in Parent-Teacher
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organization/association activities –Acted as volunteers at school (PTA4) (.23), “My Parents(s)
participation in Parent-Teacher organization/association activities” (F1) (.34), “My Parent(s)
attendance at school programs about my future planning” (F2) (.39), “My parent(s) had discussions
with me about school topics - Plans to take the SAT/ACT (DST5) (.39), “My parent(s) had
discussions with me about school topics - Applying to colleges (DST6) (.41), “My parent(s) had
discussions with me about school topics - My Grades (DST4) (.41), “My Parent(s) participation in
Parent-Teacher organization/association activities – Belong to the Parent-Teacher
organization/association (PTA1) (.44).
Table 4.
Squared Multiple Correlations for subscale Family obligation
Variable Error Variance Total Variance R-Square
pta1

0.543

0.963

0.436

pta2

0.553

1.337

0.586

pta3

0.307

0.985

0.687

pta4

0.753

0.982

0.232

pasp1

0.397

1.509

0.736

pasp2

0.284

1.565

0.818

pasp3

0.517

1.375

0.624

dst1

0.469

1.625

0.711

dst2

0.401

1.403

0.714

dst3

0.353

1.298

0.727

dst4

0.502

0.853

0.410

dst5

0.861

1.419

0.393

dst6

0.655

1.111

0.409

f1

0.276

0.420

0.343

f2

0.682

1.112

0.386

f3

0.369

1.155

0.680
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Parent Information Network Factor
Means, standard deviations, skewness and kurtosis for Parent Information Network
items. A preliminary analysis was conducted to assess the descriptive statistics for all variables in
the Parent Information Network factor section shown in Table 5. The “Parent Involvement during
High School” questionnaire used a four-point survey instrument Likert-type scale that ranged from
“1 = not at all true,” to “4 = very much”. The means for Parent Information Network ranged from
(1.73) to (3.30). The majority of the means were at 2 or above (“somewhat true”). The means that
were the highest were “My parent(s) knowledge of my schoolwork” -“How well I was doing in
school” at (3.30), and “My parent(s) knowledge of my friend’s parents”-“Knows parents of my 1st
best friend” at (3.01). The means that were the lowest and below a 2 were from the subcategory “My
parent(s) made contact with school about my Behavior”, in particular items “My behavior” (1.78), “My
attendance (1.73). Other means falling below a 2 were from the same subcategory “My parent(s)

knowledge of my friend’s parents”-“Knows parents of my 4th best friend” (1.99) and “Knows parents of
my 5th best friend”.

Table 5 shows that the data set in this factor subscale also has a normal distribution, as
both the skewness and kurtosis are closer to zero for all the variables.
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Table 5.
Descriptive Statistics for Subscale Parent(s) Information Network Items
Variable

Mean

Std Dev

Skewness Kurtosis

A. My parent(s) made contact with school about
my performance
Academic performance pcp1

2.388

1.218

0.117

-1.570

Academic program pcp2

2.323

1.180

0.175

-1.488

My plans after high school pcp3

2.366

1.234

0.112

-1.610

College course selection pcp4

2.143

1.170

0.458

-1.313

My attendance pcb1

1.733

1.158

1.189

-0.294

My behavior pcb2

1.784

1.140

1.058

-0.508

Which courses I was taking pkw1

2.863

1.180

-0.481

-1.312

How well I was doing in school pkw2

3.302

0.945

-1.215

0.422

Credits I had towards graduation pkw3

2.892

1.146

-0.546

-1.165

Credits I needed to graduate pkw4

2.841

1.205

-0.471

-1.364

Knows parents of my 1st best friend pkf1

3.014

1.154

-0.687

-1.073

Knows parents of my 2nd best friend pkf2

2.697

1.231

-0.206

-1.583

Knows parents of my 3rd best friend pkf3

2.201

1.216

0.438

-1.404

Knows parents of my 4th best friend pkf4

1.992

1.182

0.760

-1.000

Knows parents of my 5th best friend pkf5

1.834

1.113

1.003

-0.491

B. My parent(s) made contact with school about
my Behavior

C. My parent(s) knowledge of my schoolwork

D. My parent(s) knowledge of my friend’s parents
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R2 .88
pcp1

.93 (.02)

R2 .82
pcp 2

.90 (.02)

R2 .59
pcp 3
R2 .49
pcp 4

.76 (.04)

Fv1
R2 .a

.70 (.05)

1.14 (.02)
R2 .96
pcb 1
R2 .76
pcb 2

R2.51
pkw 1

.98 (.04)
.87 (.04)

Fv2
R2 .18

.43 (.01)

Parent
Information
Network FS2

.71 (.04)

2

R .39
pkw 2
R2 .97
pkw 3
2

R .88
pkw 4

.98 (.01)

.10 (.08)

.94 (.01)

.57 (.06)

R2 .60
pkf 2

.77 (.04)

R2 .71
pkf 4

Fv3
R2 .15

R2 .33
pkf 1

R2 .99
pkf 3

.39 (.10)

.62 (.05)

Fv4

R2 .01
.99 (.02)
.84 (.03)
.74 (.04)

R2 .55
pkf 5

Figure 6. Confirmatory Factor Analysis Model for Parent Information Network Subscale
a

Inadmissible value
62

Parent Information Network CFA. The results for the major subscale Factor of Parent(s)
Information Network, before the modifications, were as follows: the chi square /degrees of
freedom test was statistically significant 𝑥2 (86, N =139) = 272.82P < .0001, indicating that the
model should be rejected as an exact fit. Further goodness of fit indices also suggested problems
with model fit when compared to Hu & Bentler (1998) guidelines. The RMSEA = .10 > .06, the
SRMR = .09 > .08, and a CFI = .89 < .95, suggested less than ideal fit. These results indicated that
the model did not fit the data relatively well. Therefore, the model required two modifications
using the Lagrange multiplier test (LM) (Bentler, 1986) before it met the good fit criteria. The
covariance between “Knows parents of my 4th best friend” and “Knows parents of my 5th best
friend” items under the subscale of “My parent(s) knowledge of my friend’s parents” was very
high at 91.2. The results suggested there were very little variance between the two items and
therefore they were combined. The second modification occurred with the covariance between
“Knows parents of my 1st best friend” and “Knows parents of my 2nd best friend” items that were
again under the subscale of “My parent(s) knowledge of my friend’s parents” were also high at
57.0. Again, the results indicated a very small variance between these two items.
The results for the major subscale Factor of Parent(s) Information Network, after the second
modification were as follows: the chi square /degrees of freedom test was statistically
significant 𝑥2 (84, N =139) = 146.10 P < .0001, indicating that the model should be rejected as an
exact fit. Further goodness of fit indices, however, suggested the model had better fit with SRMR =
.09 >.08, RMSEA = .07 > .06 and a CFI = .96 > .95. These results indicated the model fit the data
relatively well.
The path coefficients ranged from .10 “My parent(s) knowledge of my friend’s parents (Fv4) to
.99 “My parent(s) knowledge of my schoolwork -“Credits I had towards graduation” (Pkw3) as
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shown in Table 6. The path coefficient linking Parent(s) information network to “My parent(s)
made contact with school about my performance (pcp) was the highest at (1.15), with the path
linking Parent(s) information network to “My Parents made contact with school about my
behavior” (pcb) was at (.44) while the path linking Parent(s) information network to “My
Parents(s) knowledge of my friend’s parents (fv4) was the lowest at (.10).
Table 6
Standardized Effects in Linear Equations for Subscale Parent(s) Information Network
Variable Predictor Parameter Estimate Standard t Value Pr > |t|
Error
pcp1

fv1

0.939

0.017

52.97 <.0001

pcp2

fv1

pv2

0.908

0.020

43.68 <.0001

pcp3

fv1

pv3

0.768

0.038

20.20 <.0001

pcp4

fv1

pv4

0.705

0.045

15.38 <.0001

pcb1

fv2

0.984

0.044

22.22 <.0001

pcb2

fv2

0.875

0.044

19.85 <.0001

pkw1

fv3

0.715

0.042

16.73 <.0001

pkw2

fv3

pv8

0.626

0.052

11.85 <.0001

pkw3

fv3

pv9

0.987

0.011

82.68 <.0001

pkw4

fv3

pv10

0.942

0.014

63.67 <.0001

pkf1

fv4

0.576

0.058

9.88 <.0001

pkf2

fv4

pv12

0.776

0.037

20.61 <.0001

pkf3

fv4

pv13

0.998

0.021

46.52 <.0001

pkf4

fv4

pv14

0.847

0.030

28.18 <.0001

pkf5

fv4

pv15

0.747

0.040

18.25 <.0001

fv1

fs2

1.145

0.222

5.15 <.0001

fv2

fs2

pv16

0.435

0.110

3.94 <.0001

fv3

fs2

pv17

0.394

0.104

3.75 0.0002

fv4

fs2

pv18

0.100

0.078

1.28 0.2002

pv6
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The variances explained by the model are presented in Table 7. The variance explained by the
model that were very low were “My Parents(s) Knowledge of my friend’s parents (fv4) (.01), “My
Parents(s) Knowledge of my school work” (fv3) (.16), “My Parent(s) made contact with the school
about my behavior” (fv2) (.19), My Parents(s) Knowledge of my friend’s parents - Knows parents
of my 1st best friend” (pkf1) (.33), and “My Parents(s) Knowledge of my school work - How well I
was doing in school” (pkw2) (.40).
Table 7
Squared Multiple Correlations for Subscale Parent(s) information network
Variable Error Variance Total Variance R-Square
pcp1

0.173

1.485

0.882

pcp2

0.244

1.394

0.824

pcp3

0.622

1.523

0.591

pcp4

0.688

1.370

0.497

pcb1

0.042

1.341

0.968

pcb2

0.304

1.300

0.765

pkw1

0.680

1.394

0.512

pkw2

0.543

0.893

0.392

pkw3

0.031

1.314

0.975

pkw4

0.163

1.453

0.887

pkf1

0.890

1.333

0.331

pkf2

0.601

1.516

0.603

pkf3

0.003

1.480

0.997

pkf4

0.393

1.398

0.718

pkf5

0.547

1.240

0.558

fv1

-0.408

1.311

.

fv2

1.053

1.299

0.189

fv3

0.603

0.714

0.155

fv4

0.437

0.442

0.010
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Family Norms Factor
Means, standard deviations, skewness and kurtosis for Family Norm items. A
preliminary analysis was conducted to assess the descriptive statistics for all variables in the
Family Norms factor section shown in Table 8. Again, the survey instrument used a four-point
Likert-type scale that ranged from “1 = not at all true,” to “4 = very much”. The means for family
Norms ranged from (2.15) to (3.70). The majority of the means were at 3 or above (“mostly true”).
The means that were the highest came from the same subcategory “Parent-teenager relationship” in
particular items “I will be a source of pride to my parent(s)” at (3.70), “My parent(s) and I get
along well with each other” at (3.68) and “My parent(s) trusted me to do what they expected” at
(3.65). The means that were the lowest but above a 2 (“somewhat true”) were from the
subcategory “Family Rules”, in particular items “Parent(s) limited privileges due to poor grades”
(2.81), “Parent(s) limited TV watching, video games, phone or computer” (2.30) and the lowest “Parent(s) limited time with friends” (2.15)
The skewness and Kurtosis statistics provided information regarding shape of the
distribution of the data set. The distribution of the data is considered normal when the skewness
and kurtosis are closer zero. Skewness that goes beyond -3 and +3 are considered extremely nonnormal (Mardia, 1970), while Kurtosis that are higher than +3 indicates a heavy tail distribution
with outliers. Table 8 shows the data set in this factor subscale has a moderately normal
distribution, as the skewness is closer to zero for most items; but the Kurtosis is almost 4 for two of
the items (“I will be a source of pride to my parent(s)” and “My parent(s) and I get along well with
each other”).
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Table 8
Descriptive Statistics for Family Norms Items
Variable

Mean

Std
Dev

Skewness Kurtosis

A. Family rules
Parent(s) limited TV watching, video games, phone or computer 2.304

1.130

0.359

-1.257

Parent(s) limited time with friends fr2

2.159

1.109

0.428

-1.191

Parent(s) limited privileges due to poor grades fr3

2.811

1.241

-0.425

-1.473

I was required to work around the house fr4

3.268

0.955

-1.072

0.004

My Parent(s) trusted me to do what they
expected ptr1

3.652

0.587

-1.490

1.208

I will be a source of pride to my parent(s) ptr2

3.702

0.609

-2.101

3.963

My parent(s) and I get along well with each
other ptr3

3.688

0.589

-1.964

3.771

How far in school father wanted you to go? eex1

3.181

1.005

-1.072

0.024

How far in school mother wanted you to go? eex2

3.268

0.892

-1.182

0.696

How far in school you thought you would
get? eex3

3.355

0.771

-1.290

1.680

How far do you expect to go now?

3.652

0.507

-0.982

-0.286

fr1

B. Parent-teenager relationship

C. Educational expectations
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fr 1
R2 .26
fr 2
R2 .21
fr 3
R2 .33

.51 (.09)

.46 (.10)

.58 (.09)

Fz1
R2 .60

.58 (.09)
.77 (.18)

fr 4
R2 .34

ptr 1

.56 (.08)

2

R .32
ptr 2
R2 .63

.79 (.09)

.56 (.15)

Fz2
R2 .31
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Norms FS3

.51 (.08)

ptr 3
R2 .26
.55 (.15)

eex 1
R2 .12

eex 2

.35 (.10)

.55 (.09)

2

R .30
eex 3

Fz3
.73 (.09)

R2 .30

R2 .54

.56 (.09)
eex 4
R2 .31

Figure 7. Confirmatory Factor Analysis Model for Family Norms Subscale

68

Family Norms CFA. The results for the major subscale Factor of Family Norms, before the
modifications, were as follows: the chi square /degrees of freedom test was statistically
significant 𝑥2 (41, N =138) = 81.27P < .0002, indicating that the model should be rejected as an
exact fit. Further goodness of fit indices also suggested problems with model fit when compared to
Hu & Bentler (1998) guidelines. Although the SRMR = .08 = .08 suggested good fit, the RMSEA
= .08 > .06 and a CFI = .88 < .95, suggested less than ideal fit. These results indicated the model
did not fit the data relatively well. Therefore, the model required two modifications using the
Lagrange multiplier test (LM) (Bentler, 1986) before it met the goodness of fit criteria. The
covariance between “How far in school father wanted you to go?” and “How far in school mother
wanted you to go?” items under the subscale of “Educational Expectation were somewhat high at
18.92. The results suggested there were little variance between the two items and, therefore, they
were combined. The second modification occurred with the covariance between “Parent(s) limited
TV watching, video games, phone or computer” and “Parent(s) limited time with friends” were
also somewhat high at 17.0. Again, the results indicated a small variance between these two items.
The results for the major subscale Factor of Family norms, after the second modification, were
as follows: the chi square /degrees of freedom test was statistically significant 𝑥2 (39, N =138) =
45.52 P < .2191, indicating the model should be accepted as a good fit. Further goodness of fit
indices also suggested the model had good fit with SRMR = .05 <.08, RMSEA = .03 < .06 and a
CFI = .98 > .95. Both the Chi square and the Hu and Bentler (1999) measure of fit results
indicated the model fit the data very well.
The path coefficients ranged from .36 “Educational expectations”- “How far in school father
wanted you to go?” (eex1) .36 to .79 “Parent-teenager relationship - I will be a source of pride to
my parents(s)” as shown in Table 9. The path coefficient linking Family norms (fs3) to “Family
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rules (fz1) was the highest at (.78) with the path linking Family norms (fs3) to “Parent-teenager
relationship (fz2) was at (.56) while the path linking Family norms (fs3) to “Educational
expectations (fz3) was the lowest at (.55).
Table 9
Standardized effects in linear equations for subscale Family norms
Variable Predictor Parameter Estimate Standard t Value Pr > |t|
Error
fr1

fz1

0.515

0.094

5.476 <.0001

fr2

fz1

pz2

0.460

0.097

4.696 <.0001

fr3

fz1

pz3

0.582

0.092

6.287 <.0001

fr4

fz1

pz4

0.589

0.092

6.353 <.0001

ptr1

fz2

0.569

0.083

6.811 <.0001

ptr2

fz2

pz6

0.794

0.086

9.223 <.0001

ptr3

fz2

pz7

0.516

0.084

6.100 <.0001

eex1

fz3

0.357

0.097

3.666 0.0002

eex2

fz3

pz9

0.556

0.085

6.515 <.0001

eex3

fz3

pz10

0.737

0.086

8.547 <.0001

eex4

fz3

pz11

0.563

0.085

6.605 <.0001

fz1

fs3

0.776

0.183

4.239 <.0001

fz2

fs3

pz18

0.562

0.145

3.855 0.0001

fz3

fs3

pz19

0.552

0.145

3.804 0.0001

The variances explained by the model are shown in Table 10. The variance explained by the
model that were very low were “Educational expectations” (fz3) -“How far in school father wanted
you to go?” (eex1) (.13), “Family rules” (fz1) - “Parents(s) limited time with friends” (fr2) (.21),
“Family rules” (fz1) - “Parents(s) limited TV watching, video games, phone or computer” (fr1)
(.27), “Parent-teenager relationship”(fz2) -“My parent(s) and I get along well with each
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other”(ptr3) (.27), “Educational expectations” (fz3) (.31), - “How far in school mother wanted you
to go?” (eex2) (.31), “Parent-teenager relationship” (fz2) (.32), “Educational expectations’ (fz3) “How far do you expect to go now?” (eex4) (.32), “Parent-teenager relationship” (fz2)-“My
parent(s) trusted me to do what they expected” (ptr1) (.32), “Family rules” (fz1) - “Parent(s)
limited privileges due to poor grades” (fr3) (.34), and “Family rules” (fz1) - “I was required to
work around the house” (fr4) (.35).
Table 10
Squared Multiple Correlations for subscale Family Norms
Variable Error Variance Total Variance R-Square
fr1

0.938

1.278

0.266

fr2

0.969

1.229

0.211

fr3

1.017

1.540

0.339

fr4

0.596

0.912

0.347

ptr1

0.233

0.345

0.323

ptr2

0.136

0.370

0.630

ptr3

0.254

0.347

0.266

eex1

0.881

1.010

0.127

eex2

0.549

0.796

0.309

eex3

0.271

0.595

0.543

eex4

0.175

0.257

0.317

fz1

0.135

0.340

0.602

fz2

0.076

0.111

0.316

fz3

0.089

0.128

0.305
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The Complete Model CFA
After making modifications to the three individual subscales and arriving at good fit indices for
all, it appeared reasonable to pursue analyzing the complete model that included all three major
subscales. The results for the complete model, before any modifications, were as follows: the chi
square /degrees of freedom test was statistically significant 𝑥2 (682, N =131) = 1017.59 P < .0001,
indicating the model should be rejected as an exact fit. Further goodness of fit indices also
suggested problems with the model fit when compared to Hu & Bentler (1998) guidelines.
Although the RMSEA = .06 = .06 suggested a good fit, the SRMR = .09 > .08, and a CFI = .89 <
.95, suggested less than ideal fit. These results indicated the model did not fit the data relatively
well. Therefore, a modification using the Lagrange multiplier test (LM) (Bentler, 1986) was
suggested to meet the goodness of fit criteria. The covariance between “Educational opportunities
after high school” and “Parent(s) limited privileges due to poor grades” were items under two
separate subscales “Family Obligation”- “My parent(s) attendance at school programs about my
future planning” and the “Family norms” -“Family rules” subcategories, respectively. The
modification suggested had a very high covariance of (99.39), which indicated a very small
variance among the items. However, the suggested modification based solely on the LM was not
accepted, as the items appeared to have no logical reasoning, and would have created a model that
would be unrealistic (Macullum, Roznowski & Necowitz, 1992).
The model fit indices for the three individual factors and the complete model with all factors is
exhibited in Table 11.
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Table 11
Goodness-of-fit indices for individual factors and complete factor model
Goodness of fit
indices

Family
Obligation
modified

Parent
Information
Networks
modified

Family Norms
modified

Complete three
factor model

Chi square (df)

103.31(61)

146.10 (84)

45.52 (39)

1017.59 (682)

p >.05

P < .0006

P < .0001

P < .2191

P < .0001

RMSEA <.06

0.07

0.07

0.03

0.06

SRMR <.08

0.06

0.09

0.05

0.09

CFI >.95

0.96

0.96

0.98

0.89

The path coefficients ranged from “Parent(s) information network” (fs2) - “My parent(s)
knowledge of my friend’s parents (fv4) .21 to 1.00 “Parent made contact with school about my
behavior” –“My attendance” as shown in Table 12. The path coefficient linking Family obligation
(fs1) to “My parent(s) had discussions with me about school topics” (f3) was the highest at (.84),
with the path linking Family norms (fs3) to “Family rules (fz1) was at (.78), as did the path linking
Parent information network (fs2) to “My parent(s) knowledge of my schoolwork (fv30 at (.78), the
path linking Family obligation (fs1) to “my parent(s) attendance at school programs about my
future planning (f2) at (.62) as did the path linking Parent information network (fs2) to “My
parent(s) made contact with school about my performance’ (fv1) at (.62), the path linking Family
norms (fs3) to Educational expectations (fz3) was at (.55), the path linking Family obligation (fs1)
to My Parent(s) participation in parent-teacher organization/association activities (f1) was at (.53),
the path linking family norms (fs3) to Parent-teenager relationship(fz2) was at (.42), while the path
linking Parent information network (fs2) to My parent(s) made contact with school about my
behavior (fv2) was at (.24) and the path linking Parent information network (fs2) to My parent(s)
knowledge of my friend’s parents (fv4) was the lowest at (.21). The low factor loading perhaps is
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an indicator that the parent(s) do not know their son’s 5th best friend’s parent(s). Overall, the
majority of the items loaded high between .5 and 1.00.
Table 12
Standardized effects in linear equation for complete model
Variable Predictor Parameter Estimate Standard t Value Pr > |t|
Error
pta1

f1

0.668

0.060

11.14 <.0001

pta2

f1

p2

0.766

0.051

14.87 <.0001

pta3

f1

p3

0.813

0.048

16.90 <.0001

pta4

f1

p4

0.465

0.078

5.94 <.0001

pasp1

f2

0.843

0.033

25.22 <.0001

pasp2

f2

p6

0.915

0.027

33.73 <.0001

pasp3

f2

p7

0.788

0.039

19.99 <.0001

dst1

f3

0.856

0.028

29.63 <.0001

dst2

f3

p9

0.848

0.029

28.42 <.0001

dst3

f3

p10

0.849

0.029

28.48 <.0001

dst4

f3

p11

0.628

0.057

11.01 <.0001

dst5

f3

p12

0.675

0.051

13.01 <.0001

dst6

f3

p13

0.664

0.053

12.48 <.0001

pcp1

fv1

0.935

0.018

49.69 <.0001

pcp2

fv1

pv2

0.911

0.021

42.90 <.0001

pcp3

fv1

pv3

0.767

0.039

19.46 <.0001

pcp4

fv1

pv4

0.705

0.047

14.94 <.0001

pcb1

fv2

1.000

0.102

9.78 <.0001

pcb2

fv2

0.878

0.092

9.54 <.0001

pkw1

fv3

0.714

0.044

16.15 <.0001

pkw2

fv3

pv8

0.609

0.056

10.82 <.0001

pkw3

fv3

pv9

0.986

0.010

91.62 <.0001

pkw4

fv3

pv10

0.935

0.014

62.60 <.0001

pv6

74

Table 12 (Continued)

Variable Predictor Parameter Estimate Standard t Value Pr > |t|
Error
pkf1

fv4

0.566

0.061

9.22 <.0001

pkf2

fv4

pv12

0.772

0.039

19.63 <.0001

pkf3

fv4

pv13

0.991

0.022

44.60 <.0001

pkf4

fv4

pv14

0.852

0.030

27.84 <.0001

pkf5

fv4

pv15

0.754

0.041

18.04 <.0001

fr1

fz1

0.531

0.097

5.45 <.0001

fr2

fz1

pz2

0.493

0.100

4.93 <.0001

fr3

fz1

pz3

0.599

0.096

6.23 <.0001

fr4

fz1

pz4

0.491

0.097

5.05 <.0001

ptr1

fz2

0.522

0.089

5.84 <.0001

ptr2

fz2

pz6

0.919

0.109

8.41 <.0001

ptr3

fz2

pz7

0.451

0.089

5.05 <.0001

eex1

fz3

0.383

0.102

3.72 0.0002

eex2

fz3

pz9

0.545

0.092

5.87 <.0001

eex3

fz3

pz10

0.684

0.094

7.28 <.0001

eex4

fz3

pz11

0.540

0.092

5.83 <.0001

f1

fs1

0.527

0.078

6.69 <.0001

f2

fs1

p14

0.623

0.064

9.61 <.0001

f3

fs1

p15

0.844

0.045

18.67 <.0001

fv1

fs2

0.621

0.064

9.61 <.0001

fv2

fs2

pv16

0.235

0.089

2.62 0.0086

fv3

fs2

pv17

0.777

0.051

15.02 <.0001

fv4

fs2

pv18

0.209

0.088

2.37 0.0177

fz1

fs3

0.778

0.150

5.17 <.0001

fz2

fs3

pz18

0.419

0.123

3.39 0.0007

fz3

fs3

pz19

0.554

0.135

4.09 <.0001
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The variances explained by the model are shown in Table 13. The variance explained by the
model that were very low were “My parent(s) knowledge of my friend’s parents” (fv4) (.04), “My
parent(s) made contact with school about my behavior (fv2) (.06), “Educational expectations” (fz3)
-“How far in school father wanted you to go?” (eex1)?” (.15), “ Parent teen-ager relationship” (fz2)
(.18), “Parent-teenager relationship”(fz2) -“My parent(s) and I get along well with each
other”(ptr3) (.20), “My parent(s) participated in Parent-teacher organization/association
activities”(f1)-“acted as volunteers at school (pta4) (.22), “Family rules” (fz1) - “I was required to
work around the house” (fr4) (.24), “Family rules” (fz1) - “Parents(s) limited time with friends”
(fr2) (.24), “Parent-teenager relationship”(fz2) -“My parent(s) trusted me to do what they
expected”(ptr1) (.27), “My parent(s) participated in Parent-teacher organization/association
activities”(f1) (.28), “Family rules” (fz1) - “Parents(s) limited TV watching, video games, phone or
computer” (fr1) (.28), “Educational expectations”(fz3) -“How far do you expect to go now?”
(eex4)?” (.29), “Educational expectations” (fz3) - “How far in school mother wanted you to go?”
(eex2) (.30), “Educational expectations” (fz3) (.31), “ My parent(s) knowledge of my friend’s
parents” (fv4) -“Knows parents of my 1st best friend (pkf1) (.32), “Family rules” (fz1)- “Parents(s)
limited privileges due to poor grades” (fr3) (.36), “My parent(s) knowledge of my schoolwork”
(fv3) -“How well I was doing in school” (pkw2) (.37), “ My parent(s) made contact with school
about my performance” (fv1) (.39), “My parent(s) attendance at school programs about my future
planning(f2) (.39), “My parent(s) had discussions with me about my future planning” (f3) -“My
grades (dst4) (.40), “My parent(s)had discussions with me about my future planning” (f3) “applying to colleges” (dst6) (.44), “My parent(s) participated in Parent-teacher
organization/association activities”(f1) -“Belong to the parent-teacher organization/association
(pta1) (.45), “My parent(s) had discussions with me about my future planning” (f3) -“Plans to take
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the SAT/ACT (dst5) (.46), and “Educational expectations’ (fz3) - “How far you thought you would
get?” (eex3) (.47).
Table 13
Squared Multiple Correlations for complete model
Variable Error Variance Total Variance

R-Square

pta1

0.554

1.003

0.447

pta2

0.565

1.369

0.587

pta3

0.327

0.966

0.661

pta4

0.774

0.988

0.216

pasp1

0.435

1.510

0.711

pasp2

0.255

1.572

0.837

pasp3

0.531

1.407

0.622

dst1

0.448

1.680

0.732

dst2

0.413

1.479

0.720

dst3

0.380

1.364

0.720

dst4

0.524

0.867

0.395

dst5

0.794

1.461

0.456

dst6

0.602

1.080

0.441

pcp1

0.189

1.521

0.875

pcp2

0.244

1.442

0.830

pcp3

0.648

1.579

0.589

pcp4

0.706

1.407

0.498

pcb1

0

1.382

1.000

pcb2

0.302

1.323

0.771

pkw1

0.672

1.373

0.510

pkw2

0.529

0.842

0.371

pkw3

0.034

1.259

0.972

pkw4

0.177

1.413

0.874

pkf1

0.903

1.330

0.321

pkf2

0.617

1.532

0.597

pkf3

0.025

1.453

0.982
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Table 13 (Continued)
Variable Error Variance Total Variance

R-Square

pkf4

0.373

1.367

0.726

pkf5

0.513

1.191

0.568

fr1

0.923

1.287

0.282

fr2

0.927

1.227

0.244

fr3

0.997

1.555

0.359

fr4

0.674

0.889

0.241

ptr1

0.228

0.314

0.273

ptr2

0.052

0.339

0.845

ptr3

0.265

0.333

0.203

eex1

0.850

0.996

0.147

eex2

0.551

0.785

0.297

eex3

0.305

0.574

0.468

eex4

0.169

0.240

0.292

f1

0.324

0.448

0.277

f2

0.657

1.075

0.388

f3

0.352

1.231

0.714

fv1

0.818

1.331

0.385

fv2

1.305

1.382

0.055

fv3

0.277

0.700

0.604

fv4

0.408

0.427

0.043

fz1

0.143

0.363

0.606

fz2

0.070

0.085

0.176

fz3

0.101

0.146

0.307
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Research Question 2: What is the distribution of perceived parent involvement during high
school across Black male students in a four-year college?
Descriptive Statistics and Scale Reliabilities
The second section includes the results for research question 2, related to the distribution of
perceived parent involvement during high school across Black male students in a four-year college
and the alpha coefficients (Cronbach, 1951).
The descriptive statistics for each latent factor (Family obligation, Parent information network,
Family norms) and their measurable variables and alpha coefficients are presented in Table 14. The
“Family norm” factor had the highest means at (3.21), followed by “Family obligation” means of
(2.40). While “Parent information network” recorded the lowest means of (2.37). The Family
Norms factor consisted of three mean variables of which “Parent-teenager relationship” recorded
the highest means at (3.66), followed by Educational expectation at (3.35). Family Norms were
perceived as the most prevalent parent involvement factor during high school for this particular
population.
The alpha coefficients criterion is used to determine the reliability of an instrument and its
items. Alpha coefficients are considered acceptable at .70 (Nunnally, 1978). The alpha
coefficients for all of the measured variables in this instrument ranged from .68 to .92. The
variables with alphas slightly below .70 were all associated with the latent factor of “Family
norms”- “Educational expectation” at (.69), “Family rules” at (.69) and “Parent-teenager
relationship” at (.68). It must be noted, that although the reliability alphas for all the measured
variables in Family norms were just below .70, the factor received the highest means at (3.21).
Another point of emphasis is the variable with the lowest alpha (.68) “Parent-teenager relationship”
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also recorded the highest mean of (3.66). These variables appeared to be important items, therefore
should be retained in the instrument.
Table 14
Descriptive Statistics and Scale Reliabilities
Parent Involvement Variables

Mean Std Dev Skewness Kurtosis

Alpha

Family obligation

2.4

0.73

-0.179

-0.871

A. My parent(s) participation in parentteacher organization/association activities

1.79

0.78

0.778

-0.345

0.76

2.41

1.09

0.057

-1.379

0.88

2.99

0.9

-0.69

-0.551

0.88

Belong to the Parent –Teacher
Organization/Association pta1
Attended Parent –Teacher
Organization/Association meetings pta2
Took part in Parent –Teacher
Organization/Association activities pta3
Acted as volunteers at school pta4
B. My parent(s) attendance at school
programs about my future planning
Educational opportunities after high school

pasp1
College financial aid pasp2
Employment opportunities pasp3
C. My parent(s) had discussions with me
about school topics
Selecting courses dst1
School activities dst2
Things studied in class dst3
My grades dst4
Plans to take the SAT/ACT dst5
Applying to colleges dst6
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Table 14 (continued)
Parent Involvement Variables

Mean

Std Dev Skewness Kurtosis

Alpha

Parent information network

2.37

0.7

0.153

-0.501

A. My parent(s) made contact with school
about my performance

2.33

1.05

0.123

-1.249

0.9

1.81

1.13

1.036

-0.553

0.92

2.99

0.96

-0.605

-0.797

0.89

2.34

0.99

0.359

-1.076

0.9

Academic performance
Academic program
My plans after high school
College course selection
B. My parent(s) made contact with school
about my behavior
My attendance
My behavior
C. My parent(s) knowledge of my schoolwork
Which courses I was taking
How well I was doing in school
Credits I had towards graduation
Credits I needed to graduate
D. My parent(s) knowledge of my friend’s
parents
Knows parents of my 1st best friend
Knows parents of my 2nd best friend
Knows parents of my 3rd best friend
Knows parents of my 4th best friend
Knows parents of my 5th best friend
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Table 14 (Continued)
Parent Involvement Variables

Mean

Std Dev Skewness Kurtosis Alpha

Family norms

3.21

0.44

-0.802

1.107

A. Family rules

2.62

0.79

-0.108

-0.766

0.69

3.66

0.47

-1.598

2.257

0.68

3.35

0.58

-0.832

0.17

0.69

Parent(s) limited TV watching, video games,
phone or computer
Parent(s) limited time with friends
Parent(s) limited privileges due to poor grades
I was required to work around the house
B. Parent-teenager relationship
My parent(s) trusted me to do what they
expected
I will be a source of pride to my parent(s)
My parent(s) and I get along well with each
other
C. Educational expectations
How far in school father wants you to go
How far in school mother wants you to go
How far in school you thought you would get
How far do you expect to go now?
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Comparative Summary of Findings
A comparative summary of the findings between Yan and Lin’s (2005) and the present
study are displayed in table 15.
Table 15
Comparative Summary of findings
Yan & Lin’s (2005) Findings Regarding African
American Students

Present Study Findings

High frequency of parent(s) contacting school
about child performance

Average reporting of parents making contact with
school regarding their performance

Education Expectation was found to be the highest
predicting factor of parent involvement

Educational expectation was also found to be the
second highest factor identified for parent
involvement

Parent-teenager Relationship was also identified as
the second highest predictor factor of parent
involvement

Parent-teenager Relationship was identified as the
highest factor of parent involvement

Africa American parents were found to be less
involved in activities associated with family
obligation (parent teacher association activities,
attendance at school programs about future
planning, discussions with child about school
topics)

Parent involvement at Family obligation subscale
factor overall was average but high for the variable
“My parents had discussions with me about school
topics”, average for “attendance at school
programs about my future planning” but low only
for “parents participation in Parent-teacher
organization/ association.”

“Knowing teenagers’ schoolwork” was not
statistically significant for the minority students, as
it was for the Caucasian students.

“Parents’ knowledge about my schoolwork”,
unlike the finding in Yan and Lin’s study was
perceived as high among this population.

“Knowing parents of teenagers’ friends” was a
positive predictor for both African American and
Caucasian students.

“Knowing parents of teenagers' friends” was
perceived as an average parent involvement
initiative among this population.

African and Hispanic parents reported having strict
family rules than Caucasian parents

Family rules was also reported above average as a
perceived parent involvement factor among this
population
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The following chapter (chapter 5) provides the conclusions and implications derived from the
findings presented in chapter 4. Chapter 5 also includes the summary, discussion of the findings
along with implications and recommendations based on the analyzed results.
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CHAPTER 5
SUMMARY AND CONCLUSIONS
The purpose of this study was to identify the factors that described parent involvement
during high school of Black male students in a four-year college institution, and examined the
distribution of perceived parent involvement during high school across Black male students in a
four-year college institution. This chapter provides the conclusions and implications derived from
the analyzed results presented in chapter 4. This chapter comprises a summary of the study,
discussion of findings, conclusions, and the significance of the study’s findings.
Summary of Study
Black males’ academic achievement has been a major theme of research for the past two
decades. According to the National Center for Educational Statistic (2006), African-American
males were reported as being disproportionally negatively represented in regards to academic
achievement. According to Schott Educational Index (2006), only 47% of Black males graduated
from high school as opposed to 75% of Caucasian males. Not only were they being outperformed
by Caucasians, but the disparity also existed when compared to Black females (National Center for
Educational Statistics, 2006).
The consequences of academic underachievement and school dropout are severe. White
and Kelly (2010) proposed the consequences of school dropout on the nation were severe, having
an impact on “national income, lower tax revenue to support government services, higher demand
on social services, and higher crime rates” (p. 227). According to the Bureau of Justice, Black
males out-numbered all other groups incarcerated in the United States (Bureau of Justice, 2005).
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Howard (2014) also reported that a strong correlation existed between Black males who
underperformed academically, dropped out of high school and had an encounter with the criminal
justice system. According to the Bureau of Justice, Black males out-numbered all other groups
incarcerated in the United States (Bureau of Justice, 2005).
Some researchers suggested Black children’s underachievement might be due to the lack of
parental involvement. Clark’s (1983) study on poor Black children revealed parental involvement
was low for students who were lower achieving, when compared to higher achieving peers.
Howard (2008) conjectured the deficit perspective of research may be responsible for why poor
black parents were being identified as the contributing factor for their children’s
underachievement.
Researchers, historically, have extensively examined and found conclusively parental
involvement has a positive impact on students’ academic achievement (Deplanty, Coulter-Kern &
Duchane, 2007; Feuerstein, 2000; Sheldon & Epstein, 2005). The concept of parental involvement
is cultural-bound and multi-dimensional. Parental involvement is also a bi-directional process that
involves school and parents.
To carefully explore and conceptualize parent involvement, it was important to examine
core predictor components that made up this multi-dimensional concept. Additionally, it was
important to assess parent involvement from the perspectives of academically successful Black
male students, who had already successfully graduated from high school and now presently
enrolled in a four-year college. Several researchers have suggested, although many Black males are
experiencing academic success, their voices are a major component missing from the dialogue
regarding what factors have contributed to their academic success (Bethel, 2012; Howard, 2014).
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This study proposed that while many of the parental involvement factors may be attributed
to Black males’ academic achievement, some factors are more prevalent and unique among this
population. Therefore, the goals of this present study were to identify the factors that explained
parent involvement during high school of Black male students in a four-year college, and to
analyze the distribution of their perception of parent involvement during high school.
For the purpose of this study parent involvement during high school survey data were
collected from a convenient and purposeful sample of 146 Black males enrolled in an
undergraduate degree seeking-program at a university in the southern region of the United States.
This study provided evidence of the factors that described parent involvement during high school
of Black male students in a four-year college and the distribution of their perception of parent
involvement during their high school years.
Discussion and Findings
As indicated earlier, the research questions guiding this study were: 1) What are
the factors that described parent involvement during high school of Black male students at a fouryear college institution? 2) What is the distribution of perceived parent involvement during high
school across Black male students in a four-year college? The foundation for this discussion is
based on the evidence of findings after the statistical analysis.
Research Question 1: What are the factors that described parent involvement during
high school of Black male students in a four-year college institution?
This study examined the factors that described parent involvement during high school
for Black male students in a four-year college using the three part hypothesized factor model by
Yan and Lin (2005). An initial confirmatory factor analysis was conducted to confirm the model
for each of the three factors of parent involvement (Family Obligation, Parent(s) Information
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Network and Family Norms). This was done to test the factorial validity of the three components
of this questionnaire. A second and final confirmatory factor analysis was employed to confirm the
complete model with all three subscales.
When analyzed as individual scales, all three factor models had a relatively good fit after
some modification to the original model proposed by Yan and Lin (2005). The majority of the
proposed items from the original model were retained in their original state for the three factors,
besides 10 items that needed modified. For the Family obligation factor, all of the items proposed
by the original model were retained in their original state, except two (“Plans to take the
SAT/ACT” and the “Applying to colleges” items under the variable “My parent(s) had discussions
with me about school topics”). The results suggested there were very little variance between the
two items and, therefore were co-varied, as they represented discussions about college entrance.
The covariance of these items appeared to be reasonable and theoretically essential.
The Parent(s) Information Network factor also needed modification to the original proposed
model in order to arrive at a reasonably good fit. The model required two modifications to 4 items
of the original model before it met the good fit criteria. The first modification occurred for two
items (“Knows parents of my 4th best friend” and “Knows parents of my 5th best friend” items
under the variable of “My parent(s) knowledge of my friends’ parents”). The results suggested
there were very little variance between the two items and, therefore, they were co-varied. The
second modification for two additional items (“Knows parents of my 1st best friend” and “Knows
parents of my 2nd best friend”) was suggested. These items again, were under the variable of “My
parent(s) knowledge of my friend’s parents”. The results also suggested that there were very little
variance between the two items, hence the modification was accepted as they appeared logically
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reasonable for parent(s) to either know the parents of their children’s first and second best friends
and to not know the parents of the fourth and fifth best friends.
The Family Norms factor also needed modification to the proposed original model in order
to arrive at a reasonably good fit. The model required two modifications to four items of the
original model before it met the goodness of fit criteria. The first modification occurred for two
items “How far in school father wanted you to go?” and “How far in school mother wanted you to
go?” items under the variable of “Educational Expectation”. The results suggested there were very
little variance between the two items. The modification here also appeared reasonable, as both
parents perceived educational expectations might closely align. The second modification for the
other two items “Parent(s) limited TV watching, video games, phone or computer” and “Parent(s)
limited time with friends”) fell under the variable of “Family rules”. The results also suggested
that there were very little variance between the two items. The modification to these items also
appeared logically reasonable, as they aligned with the management of leisure activities for
children.
After modifications were made to the three individual subscales and arrived at good fit
indices for all, it appeared reasonable to pursue analyzing the complete model that included all
three major factor subscales. The Complete model with the newly adjusted subscale factors did not
meet the criteria for goodness of fit. Therefore, a modification using the Lagrange multiplier test
(LM) (Bentler, 1986) was suggested to meet the goodness of fit criteria. The correlation between
“Educational opportunities after high school” and “Parent(s) limited privileges due to poor grades”
were items under two separate subscales “Family Obligation”- “My parent(s) attendance at school
programs about my future planning” and the “Family norms” -“Family rules” subcategories,
respectively. The modification suggested had a very high correlation, which indicated a very small
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variance among the items. However, the suggested modification based solely on the LM was not
accepted, as the items appeared to have no logical reasoning, and would have created a model that
would be unrealistic (Macullum, Roznowski & Necowitz, 1992). The Complete model had to be
rejected as a good fit for the data, despite the revision of the 10 items in the individual subscales
(Family Obligation, Parent(s) Information Network and Family Norms. The proposed
hypothesized model of parent involvement by Yan and Lin (2005), did not work well with this
particular population.
The failure to attain a goodness of fit with the complete model to the hypothesized model
developed by Yan and Lin (2005), may have occurred for several reasons. The first reason is that
of the unique participants in who were all Black males enrolled in a four-year college in the
southern region of the United States; as opposed to Yan and Lin’s data set that originated from a
national study (NELS 88) with representation of four different ethnic groups (Caucasian, African
American, Hispanic and Asian). Their sample also consisted of both males and females 12th grade
students. In addition, their study also analyzed the data from the parents regarding their level of
involvement.
Another explanation to the failure to meet the goodness of fit criteria may be related to the
methods. This present study data set was a much smaller sample of 146, compared to Yan and
Lin’s (2005) sample participants of 19,386. Perhaps a larger sample with more correlations within
and across the factors may have yielded a better fit. The small sample may have limited the
correlations across the three factors that would have made theoretical sense.
The participants in this study were also older, presently enrolled in college. Therefore, they
provided feedback retrospectively as opposed to those in Yan and Lin’s (2005) study that were
currently enrolled in middle and high school; hence, providing feedback based on current
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experiences regarding their parents involvement. The survey self-report in this study was based on
past experiences and was predicated on the assumption that the participants would be able to recall
and provide honest answers.
Overall the analysis of these findings suggested further examining of this instrument with a
larger sample size of this unique population in order to arrive at a clearer factor structure that
would better explain parent involvement during high school for Black male students enrolled in a
four–year college.
Research Question 2: What is the distribution of perceived parent involvement during
high school across Black male students in a four-year college?
To answer this research question, the descriptive statistics was analyzed, in particular the
means for each latent factor (Family obligation, Parent information network, Family norms) and
their measurable variables, presented in Table 14. The results revealed the subscale factor most
prevalent, based on the means, was “Family norms” followed by “Family obligation”. While
“Parent information network” recorded the lowest means. The Family Norms factor consisted of
three mean variables of which “Parent-teenager relationship” recorded the highest means,
followed by Educational expectation, while Family rules received the lowest means. Family
norms were perceived as the most prevalent parent involvement factor during high school for this
particular population. The findings of this study were somewhat consistent with Yan and Lin’s
(2005) findings as Family norms was the factor with the strongest predictors. The results from
their study suggested that Educational expectation was the variable with the highest followed by
Parent-teenager relationship. They posited that students, in particular, adolescents performed
better in school when their parents placed high expectations on academic achievement, while
maintaining an interactive and nurturing relationship with the child.
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Parent-teenager relationship emerged as the most prevailing variable for parent involvement
perceived by this population during high school. This finding aligned with earlier studies that
suggested parents’ ability to provide attention and give praise and rewards to children helped in
many respects of school success, including a child’s self-concept and motivation (DeDonna and
Fagan, 2013; Hoover-Dempsey and Sandler, 1995). Findings from Several other studies also
support the idea of parent-teenager relations as being an important factor in children’s academic
achievement and in particular Black males. Turner, Chandler and Heffler (2009) in their research
concluded that families who exemplified a greater involvement and a strong level of support,
engagement and opportunities for independence, children appeared to have higher academic
achievements. Weiser and Riggio (2010) also found the quality of the parent-child relationship
impacted the children overall feeling of self-competence academically. African-American males
whose parents were identified as parenting with an authoritative style were found to have better
grades and were socially engaged in positive behavior (Gorman-Smith, Tolan & Henry, 2000).
The authoritative parenting style has been identified as the ideal style. It lends itself to a balance
approach to parenting that is nurturing and supportive, as well as providing limits and supervision
for the child.
The participants in this study who are successfully enrolled in a four-year college perceived
Educational Expectation as a predominant factor under the Family Norms Subscale. These findings
regarding Educational expectation aligns with earlier studies, such as Howard (2014) where Black
males stated their parents contributed to their success by “staying on them” regarding schoolwork
and by setting higher expectations for their academic performance. One participant indicated his
parents expected nothing less than a “B”; therefore, motivating him to do well in school. A young
Black male in Bethel’s (2012) study also shared how the values his stepfather taught him about
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hard work and striving for success helped with his academic achievement. Fan, Williams and
Wolters (2012) also found ethnic (African-Americans, Asian and Hispanic) parents’ aspirations
regarding their children’s post-secondary education was associated positively with the child’s
academic self-confidence in school work and socially acceptable engaging activities at school.
Davis-Kean (2005) also reported that parent educational expectation had a strong indirect influence
on African-American students’ perceptions and academic achievement. They found the
expectations were greater, helping students to aspire to attend college rather than just completing
high school. The parents’ expectations regarding their children change the home environment to
support the academic aspirations desired for their children (Davis-Kean, 2005). These findings also
supported an earlier study that parents’ beliefs and expectations also influenced their behavior,
resulting in higher academic achievements among their children (Miller, 1995). These findings
also support the “Family rule” variable in this study, where parents set limits to create an
environment that was conducive for their sons’ academic achievement.
According to the analyzed means among all variables across all three subscales, Parent(s)
Participation in Parent Teacher Association Activities, according to the students’ perception,
emerged as the lowest parent involvement category. This variable is associated with the Family
obligation subscale. An earlier study by Epstein (1987), regarding the “Typologies of parent
involvement”, found that more than 70% of parents studied never engaged in any activities to assist
the school, whether it was helping the teacher, staff or administration. While this variable has been
identified as important to students’ achievement, other researchers such as Henderson and Mapp
(2002) revealed that communication with school, volunteering, and being present at school events
and parent connection activities appeared to have insignificant influence on academic success. The
participants in this study have successfully completed high school and are now presently enrolled
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in college, despite having parents who by their own recollection were not actively involved in
parent-teacher organization or their related activities.
Scale reliabilities. The alpha coefficients criterion was employed to assess the reliability of
this instrument and its items. The alpha coefficients for all the measured variables in this
instrument besides three appeared to have strong reliability as presented in Table 14. There were
three items that fell slightly below the criterion of (.70). These variables were all associated with
the subscale latent factor of “Family norms”- “Educational expectation”, “Family rules” and
“Parent-teenager relationship”. It must be noted, that although the reliability alphas for all the
measured variables in Family norms were just below the criterion, the factor received the highest
means when compared to the other two subscale factors as it relates to the perceived distribution.
Another point of emphasis realized was the variable with the lowest alpha rating “Parent-teenager
relationship” emerged with the highest means among all variables across all three subscales. These
variables appeared to be very important items; therefore, should be retained in the instrument.
Limitations and Direction for Additional Research
There were several limitations identified with this study. Two of the limitations were
related to the sampling of this study. The sample selected for this study was limited to a unique
population, Black males enrolled in a four-year college in the southern region of the United States.
The sample was also small with only 146 participants. Therefore, the findings in this study lack the
ability to be generalized.
The small sample size may have also impacted the results of this study as the Complete
model failed to meet the goodness of fit criteria. The modifications suggested to attain a goodness
of fit for the complete model across the three subscales did not appear theoretically logical.
Perhaps, future study with a larger sample will find the items suggested for modification with this
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analysis may actually work as it did in Yan and Lin’s (2005) study that had a very large sample
size (n = 19, 386).
Another limitation with this study is that the data was collected retrospectively, as
participants were asked to recall information from their past experiences. This study included no
verifiable measures as to the honesty or correctness of the participants’ answers. Therefore, the
information gathered from the participants had to be accepted as truthful and accurate.
One of the main purposes of this study was to identify the factors that described parent
involvement during high school of Black male students in a four-year college. It is possible that
using a larger sample size would assist in making the appropriate modification to the instrument to
get a clearer factor structure of parental involvement during high school for this specific
population. Therefore, a follow up study with a larger sample size is imperative. In addition a
qualitative study should also be employed that explores the parental involvement during high
school from the perspective of Black male students enrolled in a four-year college. Other studies
may also include: repeating this study with Black male students in high school or with Black males
in another country in hopes of comparing the findings.
Implications for Present Findings
The present findings from this study supported the relevance of the three subscale factors
when isolated and slightly modified as important when examining perceived parent involvement
during high school with Black males. The validity of the full scale was not supported by this study
and requires further analysis as it relates to this population. However, all items when tested for
reliability satisfactorily met the criteria. It is suggested that the scale be retained and used in its
current state with Black males until further analysis with larger sample size drawn from middle and
high school students are conducted.
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The findings from this study also provided evidence that parents of these college enrolled
Black males were involved in their academic pursuits during high school. While they may not
have been active in volunteering and participation in parent-teacher associations, they were
perceived by their sons to be heavily involved with providing a structured and nurturing
environment that promoted higher educational expectation. Therefore, teachers and school
administrators should design parent involvement initiatives that build on creating parent-teenager
relationships, increasing educational expectations, while creating a structured and accountable
environment.
Parents of Black males who may be underperforming may also benefit from guidance as to
the type of parent involvement initiatives that were perceived as prevalent in the lives of these
young Black males who are academically successful, and currently enrolled in a four-year college.
Conclusion
Researchers, historically, have extensively examined and found conclusively parental
involvement has a positive impact on students’ academic achievement (Deplanty, Coulter-Kern &
Duchane, 2007; Feuerstein, 2000; Sheldon & Epstein, 2005). The concept of parental involvement
is cultural-bound and multi-dimensional. Parental involvement is also a bi-directional process that
involves school and parents.
To carefully explore and conceptualize parent involvement, it was important to examine
core predictor components that made up this multi-dimensional concept. Additionally, it was
important to assess parent involvement from the students’ perspective. In this study, a confirmatory
factor analysis was used to identify the factors that explained parent involvement during high
school of Black male students in a four-year college and to analyze the distribution of their
perception of parent involvement during high school.
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The results of this study revealed that the proposed hypothesized three factor model of parent
involvement by Yan and Lin (2005) did not align well with the present data set of this particular
population. However, the individual subscale factors when analyzed in isolation, with some
modifications did align. These findings suggested that further modification to the proposed
instrument with a larger sample is necessary in order to arrive at a clearer factor structure that
would better explain parent involvement during high school for Black male students.
As it relates to the perceived distribution of parent involvement, Family norms were perceived
as the most prevalent parent involvement subscale factor during high school for this particular
population. Under the Family Norm factor subscale “Parent-teenager relationship” emerged as the
most dominant variable, followed by “Educational expectations.” According to the participants in
this study, parents predominantly demonstrated their involvement during high school by
establishing rules and structure, having educational expectations while remaining connected and
nurturing. . It must also be noted that the lowest perceived activity of parent involvement for this
population was that of parent(s) participation in parent-teacher organization/association activities.
This study was significant as it highlighted and added to the knowledge relevant to successful
Black males’ perceptions of parental involvement factors during their high school years.
Identifying these factors would be useful toward improving graduation rates among Black males.
In addition, information gathered would assist in further development of effective parent
engagement school programming initiatives specific for this population.
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APPENDIX A
PARTICIPANT CONSENT FORM

Informed Consent to Participate in Research
Information to Consider Before Taking Part in this Research Study
Pro # 00028262
Researchers at the University of South Florida (USF) study many topics. To do this, we need the
help of people who agree to take part in a research study. This form tells you about this research
study. We are asking you to take part in a research study that is called:
“Parent Involvement Factors that Matter: From the Perspectives of Academically Successful
Black Male Students”.
The person who is in charge of this research study is Vernon Stanley Smith. This person is called
the Principal Investigator. His Major advisor Tony Tan, Ed.D., is guiding him in this research
Purpose of the Study
The purpose of this study is to obtain Black college males’ perspectives on parental involvement
during their high school years.
Why are you being asked to take part?
We are asking you to take part in this research study because you are a Black male enrolled in a 4year college.
Study Procedures
If you take part in this study, you will be asked to complete a survey either via pencil and paper.
The data will be collected anonymously as no identifiable information or names will be required
for any version of this study.
Alternatives / Voluntary Participation / Withdrawal
You do not have to participate in this research study. You should only take part in this study if you
want to volunteer; you are free to participate in this research or withdraw at any time. There will
be no penalty or loss of benefits you are entitled to receive if you decide not to participate or to
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discontinue participation in this study at any time. Your decision to participate or not to participate
in this study will not affect your student status or course grade.
Benefits
We are unsure if you will receive any benefits by taking part in this research study.
Risks
This research is considered to be minimal risk. The risk associated with this study are the same as
what you face every day. There are no known additional risks to those who take part in this study
Compensation
You will receive no payment or other monetary compensation for participating in this study;
however, you will be given candy.
Privacy and Confidentiality
We must keep your study records as confidential as possible. Certain people may need to see your
study records. By law, anyone who looks at your records must keep them completely confidential.
The only people who will be allowed to see these records are:
• Principal Investigator, the advising professor and all other research staff.
• Certain government and university people who need to know more about the study, and
individuals who provide oversight to ensure that we are doing the study in the right way.
• The University of South Florida Institutional Review Board (IRB) staff that have oversight
responsibility for this study, including staff in USF Research Integrity and Compliance.
Contact Information
If you have any questions about your rights as a research participant, please contact the USF IRB at
(813) 974-5638 or contact by email at RSCH-IRB@usf.edu. If you have questions regarding the
research, please contact the Principal Investigator at (813)-997-8896.
We may publish what we learn from this study. If we do, we will not include your name. We will
not publish anything else that would let people know who you are. You have been given a copy of
this consent form for your records
I freely give my consent to take part in this study. I understand that by proceeding with this survey
that I am agreeing to take part in research and I am 18 years of age or older.
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APPENDIX B
DEMOGRAPHIC INFORMATION

What is your Age (in numeric) _________ years
Current year in College: 1st year ____; 2nd year ____; 3rd year _____; 4th year _____; 5+ years ____
What is your major: _________________________________________________
What was your high school GPA: ________; Current GPA: ________
Name of high school: ______________________________; Public ___ Private ___
High school student population: All Black; All White; Mixed
High school teacher population: All Black; All White; Mixed
During high school did you meet with your counselor? Yes or No
If Yes how many times _______and reason (s) Why _________________________________________
_____________________________________________________________________________________
Did the Counselor talk to you about going to College? Yes or No
What topics did the counselor talk about?
____ Jobs
____ Grades
____ Joining the military
____ Behavior
____ Other (please specify): _________________________________________
During high school did your parent(s) meet with your counselor? Yes or No;
If Yes how many times _______and reason (s) Why _________________________________________
_____________________________________________________________________________________
Family Income: ____ $10,000-19,000

_____ $20,000-29,999

____ $30,000-39,999

_____ $40,000-49,999

____ $50,000-59,999

_____ $60,000-69,999

____ $70,000-79,999

_____ $80,000-89,999

____ $90,000-99,999

_____ $ 100,000-149,999
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____ $150,000+

_____ Don’t know

While in high school what was your Zip code ___________________and County______________
What state or country you are from _________________________
While in high school were you ever on free or reduce lunch? Yes or No
Father’s Education:
____ Don’t know
____ Less than 6 years
____ 7- 9 years
____ 10-12 years (GED)
____ 13-14 years
____ 15-16 years
____ More study after bachelor’s degree
____ Graduate/ professional degree
Mother’s Education:
____ Don’t know
____ Less than 6 years
____ 7- 9 years
____ 10-12 years (GED)
____ 13-14 years
____ 15-16 years
____ More study after bachelor’s degree
____ Graduate/ professional degree
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Parents’ current relationship:
____ Married
____ Divorced
____ Never married but living together
____ Never Married
____ Single
____ Dating
____ Don’t know
During your high school years who did you live with the majority of time?
____ Mother
____ Father
____ Mother and Father
____ Guardian (Please specify): ________________________________________________
How many siblings do you have? 1 2 3 4 5 6 7 8 9 10 or more
What are their ages (in numeric years)? ___________________
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APPENDIX C
PARENTAL INVOLVEMENT DURING HIGH SCHOOL QUESTIONNAIRE
On the following questions, as it relates to your high school experience, please circle the number of the
item that indicates how true these statements are based on a not at all true to very much true response
format:
1= not at all true
I.

2= somewhat true

3= mostly true

4= very much true

FAMILY OBLIGATIONS:

A.
1.
2.
3.
4.

My Parent(s) participation in Parent –Teacher Organization/Association Activities
Belong to the Parent –Teacher Organization/Association
1
Attended Parent –Teacher Organization/Association meetings
1
Took part in Parent –Teacher Organization/Association activities
1
Acted as volunteers at school
1

2
2
2
2

3
3
3
3

4
4
4
4

B.
5.
6.
7.

My Parent(s) attendance at school programs about my future planning
Educational opportunities after high school
College financial aid
Employment opportunities

1
1
1

2
2
2

3
3
3

4
4
4

1
1
1
1
1
1

2
2
2
2
2
2

3
3
3
3
3
3

4
4
4
4
4
4

E. My parent(s) made contact with school about my performance
14. Academic performance
15. Academic program
16. My plans after high school
17. College course selection

1
1
1
1

2
2
2
2

3
3
3
3

4
4
4
4

F. My parent(s) made contact with school about my Behavior
18. My attendance
19. My behavior

1
1

2
2

3
3

4
4

C. My Parent(s) had discussions with me about school topics
8. Selecting courses
9. School activities
10. Things studied in class
11. My grades
12. Plans to take the SAT/ACT
13. Applying to colleges
II.

PARENT(S) INFORMATION NETWORK:
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G. My parent(s) knowledge of my schoolwork
20. Which courses I was taking
21. How well I was doing in school
22. Credits I had towards graduation
23. Credits I needed to graduate

1
1
1
1

2
2
2
2

3
3
3
3

4
4
4
4

1
1
1
1
1

2
2
2
2
2

3
3
3
3
3

4
4
4
4
4

D. Family rules
29. Parent(s) limited TV watching, video games, phone or computer
30. Parent(s) limited time with friends
31. Parent(s) limited privileges due to poor grades
32. I was required to work around the house

1
1
1
1

2
2
2
2

3
3
3
3

4
4
4
4

E. Parent-teenager relationship
33. My Parent(s) trusted me to do what they expected
34. I will be a source of pride to my parent(s)
35. My parent(s) and I get along well with each other

1
1
1

2
2
2

3
3
3

4
4
4

1= not at all true

2= somewhat true

3= mostly true

4= very much

H. My parent(s) knowledge of my friend’s parents
24. Knows parents of my 1st best friend
25. Knows parents of my 2nd best friend
26. Knows parents of my 3rd best friend
27. Knows parents of my 4th best friend
28. Knows parents of my 5th best friend
III.

FAMILY NORMS:

F. Educational expectations
For the following questions please indicate using the response format below:
1= High school diploma

2= Graduate from 2 year college/ vocational training

3 = Graduate from 4 year college

4= Post graduate degree (Master’s or Ph.D. etc.)

36.
37.
38.
39.

How far in school father wanted you to go?
How far in school mother wanted you to go?
How far in school you thought you would get?
How far do you expect to go now?
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1
1
1
1

2
2
2
2

3
3
3
3

4
4
4
4

APPENDIX D
INSTITUTIONAL REVIEW BOARD APPROVAL LETTER

October 18, 2016
Vernon Smith L-CACHE - Leadership, Counseling, Adult, Career & Higher Education Tampa,
FL 33612
RE: Exempt Certification
IRB#: Pro00028262
Title: Parent Involvement Factors that Matter: From the Perspectives of Academically Successful
Black Male Students
Dear Mr. Smith:
On 10/18/2016, the Institutional Review Board (IRB) determined that your research meets
criteria for exemption from the federal regulations as outlined by 45CFR46.101(b):
(2) Research involving the use of educational tests (cognitive, diagnostic, aptitude, achievement),
survey procedures, interview procedures or observation of public behavior, unless: (i)
information obtained is recorded in such a manner that human subjects can be identified, directly
or through identifiers linked to the subjects; and (ii) any disclosure of the human subjects'
responses outside the research could reasonably place the subjects at risk of criminal or civil
liability or be damaging to the subjects' financial standing, employability, or reputation.
As the principal investigator for this study, it is your responsibility to ensure that this research is
conducted as outlined in your application and consistent with the ethical principles outlined in
the Belmont Report and with USF HRPP policies and procedures.
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Please note, as per USF HRPP Policy, once the Exempt determination is made, the application is
closed in ARC. Any proposed or anticipated changes to the study design that was previously
declared exempt from IRB review must be submitted to the IRB as a new study prior to initiation
of the change. However, administrative changes, including changes in research personnel, do not
warrant an amendment or new application.
Given the determination of exemption, this application is being closed in ARC. This does not
limit your ability to conduct your research project.
We appreciate your dedication to the ethical conduct of human subject research at the University
of South Florida and your continued commitment to human research protections. If you have
any questions regarding this matter, please call 813-974-5638. Sincerely,
John Schinka, Ph.D., Chairperson USF Institutional Review Board

John Schinka, Ph.D., Chairperson
USF Institutional Review Board

113

